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BLACK CULTURE, SELF-CONCEPT AND SCHOOLING:
A STUDY IN' TWO PARTS
Part I A critique of theory and research
PART II A research report on the self-concept and attitudes
of West Indian children taking part in different types 
of educational intervention projects*
A B S T R A C T
With the continuing crisis in education, especially marked in the 
:urban schools with large numbers of West Indian pupils, and against 
a theoretical and research background which explains educational 
failure in terms of cultural deficit, individual/family pathology 
and socio-psychological maladjustment: a critique was undertaken of . 
theories and research which deals with the self-concept and schooling 
of black children in Britain and America; and a.research project 
investigated the self-concept and attitudes of a sample of West Indian 
children living and going to schools and Supplementary (Saturday) 
schools in the London area.
The research was based on a sample of 264 West Indian children 
aged 10-1.5; 76 involved in curriculum innovatory, school-based
1enrichment* projects; 99 in community-based *increased attainment* 
projects, and 89 who acted as a comparison group. The self-concept, 
attitudes to school, teachers, parents and home was investigated by . 
means of (1 ) the Piers-Harris Children*s self-concept scale; (2) the 
Ziller self-social symbols tasks (a diagrammatic presentation of self 
and others) and (3) a projective sentence-completion item of 7 stems.
The research results suggest that community-hased attempts at 
achievement-motivation are more successful in developing positive 
attitudes to school than are school-hased self-concept Enrichment 
projects; hut that children taking part in school-hased projects 
are more positive to school than those not doing so.
The implications of the study for theory, research and practice 
in relation to the schooling of West Indian children are discussed
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I N T R  0 D U  C T l  O N
The area covered by this piece of work lies broadly in the over­
lap between social-^psychology and sociology: aspects of identity, 
self-concept and self-esteem which are essentially psychological 
are examined in relation to sociological processes of adaptation 
by (a) social institutions (schools) and (b) the West Indian 
community in London, to the.situation which has arisen in inner- 
city urban schools*
The emphasis on self-concept and self-esteem reflects the belief 
of educationalists and practitioners that schooling should concern 
•itself with the affective as well as the cognitive domain of learning* 
This relates in turn to the belief that the school failure of 
certain groups of children in British society, is related to poor 
self-concept and that the school has a duty to provide the type of 
curricula and teaching methods which will enable these children to 
develop more positive self-feelings*
The children of West Indian people living in Britain are seen 
as being in particular need of treatment to enhance self-concept.
West. Indians as a group are concentrated in deprived inner city areas 
of poor housing and low employment; they suffer the effects of 
discrimination, prejudice and racism;.their children under-achieve in 
school* It is assumed that these children more than any others 
must suffer from negative self-concept and poor self-image. There 
is a belief.that teachers must address themselves to these problems 
and offer children the opportunity to Enhance1their self-concept.
viii
It is further assumed that one of the effects of this ’enhanced’ 
self-concept will be more positive attitudes to school, leading 
in turn to improved, attainment•
Whilst some schools are trying to compensate black children for 
the deprivations of inner city urban life and to enhance their 
self-concept, West Indian community groups and parents are trying 
to ’supplement1 what they regard as the inadequate schooling, given • 
to their children. The schools blame parents, poor self-concept and 
the general ’deprivation’ suffered by the children for their inability 
to make use of what the school has to. offer. The community blames 
the schools, poor teaching, low standards, racism and prejudice for 
the poor performance of West Indian children in British schools.
In this study we report on these two responses: (1) the school-based 
’curriculum innovatory* response emphasising the affective component 
in learning-and (2) the community-based ’supplementary education* 
response, emphasising the cognitive,. skills-mastering approach to 
achieving improved attainment in West Indian school children.
Offical policy supports the schools definition of the situation — 
yet it may be argued, if it becomes generally accepted in the teaching 
profession and amongst educationalists.that a major part .of the 
reason for poor achievement of West Indian children lies in . 
personality factors; the situation may arise or possibly have 
arisen (Box, 1977) where sections of urban schools with large numbers 
of West Indian pupils come to resemble psychiatric or social work 
units. The objectives of schooling become those of therapy, the 
teachers as therapists, children as patients.
This study is concerned to examine the rationale behind these 
(actual or possible) developments, both in terms of the theoretical 
assumptions on which they are based and the empirical research 
evidence gathered during the course of this study.
This report is presented in two parts: Part I, Chapters 1-4, 
provides a critique of self-concept theory and research; Part II, 
Chapters 5“9» presents my own research into the self-concept and 
attitudes of West Indian children attending schools and community 
projects in the London area during the years 1975-77*
Part I. Chapter 1 outlines the background to self-concept 
theory and its relationship to schooling and education, a relation­
ship which both theory and research assume exists, but one which is 
not generally supported by the evidence. Traditionally,- self-concept 
theories either ignored the existence of black people or assumed that 
their, ascribed low status resulted inevitably in negative self-image . 
and low self-esteem. Chapter 2 explores some alternative views of 
black identity within a historical framework of literary, political 
and religious movements within Hew World black society. This 
analysis suggests that black people have been able to develop sources 
of pride and belief in self within a culture which had a different
value system from the dominant culture which placed little value on 
\
black life. Chapter 3 examines the relationship between self-concept, 
social’class and schooling, especially as it relates to motivation, 
aspiration and achievement. Chapter 4 discusses the theories of 
social and educational mobility and explores the implications of 
these theories for claims that high self-concept results in improved
Xachievement in working-class children and results in improved 
educational and social mobility of groups within working and lower 
classes.
Part II. Chapter 5 describes the research methods employed, 
sets out the theoretical perspective., research design and 
hypotheses. Chapters 6 and 7 describe the curriculum innovatory 
school-based ’enrichment* projects and the community-based 
Supplementary schools.. Chapter 8 gives details, of the research 
findings and compares the groups. Chapter 9 concludes the study 
with a summary and -discussion.of the study as a whole and the 
implications of the critique and the research for theory and 
practice in the schooling of West Indian children.
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C H A P T E R  O N E
INTRODUCTION
♦Another position, commonly assumed by school people, 
is that children have varying levels of self-concept, 
which in turn affect their performance in school.
This self-concept is seen in more general terms, and 
we frequently hear such comments as "If only we could 
help him to achieve a better self-concept then this or 
that problem will be solved". 1
P.Campbell (19^7)
♦The imaginations people have of one another are the 
solid facts of society .... and to observe and interpret 
these must be the chief aim of sociology.♦
Cooley (1918)
Wylie (1961), in a comprehensive critical review of the 
research literature on the. self-concept, noted.the severe 
limitations of most of the research carried out in that area. 
Diggory (1966) also echoed this pessimistic view when he said 
that all extant theories of the self-concept were bankrupt. 
Wylie (1976) has recently updated and extended her review of 
the literature on self-concept and although being slightly more 
optimistic about one or two recent developments of research in 
this area, by and large she is still critical of the confusion 
which surrounds the use of the term self-concept and the 
implications this has for research work in this area.
Since Wylie’s and. Diggory’s work there has heen an increasing 
interest in self-concept and schooling, most of which has been 
concerned to explore the relationship between self-concept and 
academic achievement and should strictly be referred to as 
research on the academic self-concept rather than on the global 
or total self—picture which the individual child has of him/ 
herself* However, the confusion which Wylie (1976) pointed to 
in her review of self-concept.literature still is evident 
mainly because psychologists and sociologists writing on education 
appear unwilling to clarify the concepts they p.se. John Wilson 
(1972) has drawn attention to this problem in other areas of 
educational research and has stated that philosophy is ’virgin 
soil* to most educational researchers and "that in most works 
dealing with educational research philosophy is simply not 
mentioned at all, or in a few it is mentioned as ah entirely 
separate field of study ••• without any attempt to relate it to 
empirical-research". Because of the influence which psychologists 
and sociologists exert on practising teachers the confusion or 
lack of clarification which exist in their.writings over the use 
of such terms as self-concept can transfer itself to practice 
and we find a situation such as P.Campbell (1967) described where 
teachers talk of solving ’this or. that problem’ by means of 
helping the child to achieve a better self-concept.
It is the argument of this chapter that the desire to change, 
improve or enhance the self-concept is not new to educational 
theory or practice; the aims of formal education have always
included the implicit desire to change and improve the nature 
of man. The antecedents of theories on self-concept and 
schooling are to he found in the writings of the early 
educational thinkers and social philosophers and self- 
psychologists - Herbart (17?6—1834), James (1890), Dewey (1915 ), 
Cooley (1902) and Mead (1934) and the symbolic interactionists.
It could be argued that the recent resurgence of interest both . '
in theory and practice on the self-concept and education is 
directly linked with the failure of compensatory educational 
programmes in the United States and Britain to markedly and 
permanently increase the measured IQ scores of (Jensen, 1972) 
so-called disadvantaged children and that Liberal Educational 
theory has sought refuge in the development of programmes aimed 
at enhancing the self-image.of the educationally disadvantaged 
child. Liberal Education theory, the concepts of educational 
disadvantage/deprivation and their corresponding treatment — 
compensatory education/cultural enrichment - will be discussed 
fully in Chapter 4»
Within this ’liberal* tradition there exists a strain of 
thought and belief about the nature of man and the ability of 
education to alter it. Tawney, for example, said that a system 
of good education would ’give every child’s soul a chance’
(Tawney, 1914>(Common Place Book). He believed that the environment 
of the working-class child including (and above all) his/her 
family circumstances, mitigated against the impact that education
4could, make and therefore its benefits to the child* This belief 
took heart from the Coieman Report of 19667 which appeared to 
show that motivation was the most important part of learning and 
that, irrespective of length of teacher training, educational 
expenditure, type of social environment, it was pupils * 
perceptions of their ability to succeed which.influenced 
educational outcome. In Britain the. Plowden Report (19^7)» took 
up this line of argument and also decided that it was the child’s 
environment, especially his/her home and family circumstances, 
which decided whether or not he/she would succeed in school.
This, heralded a new area of. involvement in pupils' make-up. As 
Sharp & Green (1975) had said, until then teachers, by and 
large, were mainly interested in what might be loosely called the 
'cognitive domain* (Bloom, 1956) of pupil personality and learning.. 
But after Coleman and Plowden, teachers and educationists could 
claim legitimate interest in the 'affective domain* as well, 
because it was argued the two were inseparable: if children saw
themselves as non-achievers they became non-achievers; if parents 
set low or non-existent standards for their children, teachers 
could not expect children to achieve in schools.
And so the. argument developed. Coopersmith (1974)» a leading • 
expert in research on self-concept, self-esteem and schooling, 
has offered an explanation or justification for school involvement, 
or interference in this area of a child's personality:
’During the past few years I have become increasingly 
involved with school programmes that are seeking.to 
raise the self-esteem (he defined self-esteem as the 
evaluation one places on the self-concept) of their 
children,• • I quickly became aware of the large numbers 
. of people who were seeking various ways to build self­
esteem, I also became aware of four questions that 
made it difficult for many people to get seriously 
interested and committed to building self-concept in 
the classroom,*
These four questions he outlined as being:
1 Why should schools get involved in building self-concept?
2 Should schools that seek to build self-concept do so at 
the cost.of improving the child’s skills and knowledge?
3 What makes you think the school can overcome the effects 
of home?
4 What’s new about changing the self-esteem? Teachers have 
been doing this for years and know how to do this by giving 
good grades, making friends and giving encouragement. •
The four questions which are put to Coopersmith are important to 
the concerns of this work and will be constantly referred to 
throughout. For the moment in our attempt to trace the 
historical, philosophical and psychological origins’ of self- 
concept theories and their influence on schooling - through the 
influence they exert on teachers and teacher trainers.-. we have 
to take Coopersmith*s last question first: what is new about
changing self-esteem in the class room? In terms of the history 
of educational thought and the aims of education, one must reply 
’not much*. Implicit in the philosophy and practice o.f formal 
education as shown through its major institution - schools - 
is the belief that schools can and should influence human nature
to develop according to some particular idea - Herbartian 
philosophy which exerted major influence on European .education 
stressed- the important and crucial role the teacher plays in 
shaping the personality of the child. Thus, beginning with 
Herbartian philosophy, through Jamesian psychology (the.: first 
of the self-theorists) from Dewey (1915)? Cooley (1902) and 
Mead (1934) and the symbolic Interactionists to the Humanistic 
Psychology of Rogers (1959)» Maslow (1568) and Kelly (1955 ) 
and not forgetting the contributions of the Freud and the Neo- 
Freudians — Liberal Educational theory has reflected a desire . 
to change the nature of the individual child and to effect a 
desired outcome both in personal and educational terms. As 
Purkey (l97o) has said: "Through the years teachers have followed 
the prescriptions of psychologists, from William James' with his. 
emphasis on self, to Sigmund Freud with his focus on unconscious 
motivation, to J.B. Watson with his stress on observable and 
meanable behaviour". Although Purkey did not mention Carl 
Rogers, Maslow, Kelly or any of the Humanistic Psychologists 
in this context, these have in fact borne to exert by far the 
greatest influence on contemporary attempts by teachers and 
others in the schools, to change, enhance or improve the self- 
concept of children in general and the disadvantaged child in 
particular.
HISTORICAL PERSPECTIVE '
In this chapter we examine the Historical Perspective of theories 
on self-concept as they relate to schooling and we look briefly 
at four schools of thought which have influenced the development . 
of action in this area of education.
We conclude with a summary of relevant research and with 
discussion and criticisms.
(a) Herbartian Philosophy
Curtis (1965) has pointed out that between the period 1870-1902 
English educational effort took a practical rather than a 
theoretical turn; he argued that-the chief interest of those years 
lay in the provision of legislation dealing with either national 
education as a whole or some aspect of it. H.C.Barnard (1947) 
had also called attention to the dearth of educational literature 
from the mid-Victorian period to the early19501s• It is therefore 
not surprising to find that the major influence on English 
educational theory and practice was a German philosopher,
Herbart (1776—1834)•
Herbartian philosophy was based on the ideas of its founder 
who had developed the theories of ’apperception* and ’interest* 
to explain the nature of learning and of human behaviour. 
’Apperception* was seen as the assimilation and identification of 
a new idea by the mass of ideas already in the mind - the word 
’idea* being used widely to include sense impressions as well as 
intellectual and emotional impressions. The main factor in human 
behaviour concerned in the process of education was held by Herbart
8to be interest1 and *interest* depends-on the existent content 
of the mind in any given situation. To Herbart the self was "a 
mass of consciousness" and "self consciousness" was the result of 
interaction amongst the presentations which forms the basis of
life. Thus Herbart, no less than Plato, held that the purpose of
education was fvirtue1. He believed the means of education should 
be government, discipline and instruction, "The first would 
ensure the necessary order and the aversion of evil, the second 
would lead pupils towards virtue by building up the will and 
forming good habits, the third would cultivate systematically 
those ideas which would ensure morality," Curtis (19^5)•
Herbart clearly took a rather mechanistic view of people and
believed that education, through schools and teachers, could create 
the right character-building environment for people of *virtue* 
to emerge•
(b) Sir John Adams was the chief exponent of Herbartian philosophy 
in England during the late 19th century. His book, Herbartian 
Psychology as Applied to Education C1897)» introduced student 
teachers to the main ideas of Herbartian philosophy which he 
extended by giving the pupil a place in the scheme of things.
He argued that it was not enough for a master to know his subject; 
he had also to know his pupils,
(c) Sir Percy Nunn (1920, 1930, 1945) carried Adams* admission of 
the individual into the scheme of things even further and stressed 
that the primary aim of education was to help boys and girls to 
achieve the highest degree of individual development of which 
they are capable. Nunn held that "nothing good enters into the
human world except in and through the free activities of men and 
women and that educational practice must "be shaped accordingly 
to that truth, Curtis/(196-5.) ^as sought to explain M m n ’s brand 
of individualism by explaining that the problems of the priority, 
of the claims of the individual and those of society have been 
with man ever since he began to philosophise. They argue that 
throughout the course of history, first the one and then the other 
alternative has predominated and that since the Reformation 
Western Democratic communities have tended to stress the claims of 
the individual. They concede that Minn may have carried his brand 
of individualism too far but explain that he regarded ’perfect 
individuality* as a goal which had not yet been' realised in 
human experience but towards which it is the nature of every 
human being to strive. Curtis and Boultwood (19^5)
It is interesting at this point to note the connection between 
Minn’s ’perfect, individuality* and the *self-actual-ising’. theories 
of the Humanistic Psychology of Kelly, Maslow and Rogers, who 
seem in another way and by. an entirely different route to be 
arguing for the right of the human being to this same ’perfect 
individuality’.
(d) William James (l890)
In considering the origins of self-concept theories and their 
influence on education or schooling, we turn now to examine the 
contribution of William James. 'Jamesian philosophy was a reaction 
to the mechanistic philosophy of Herbart and his followers.
James was one of the early psychologists who wrote at a time when
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the distinction between psychology and philosophy was still 
somewhat blurred* Although modem psychology was beginning to 
emerge as a separate’, scientific discipline, it was in the area 
of education that its first significant effects were felt through
the writing.and expositions of William James* In his major work 
entitled ’The Principles of Psychology’ (1890) James devoted his 
• longest chapter to a consideration of The Consciousness of Self.
He stated that in its broadest sense the empirical self is 
everything that a man can call his own and that the distinction 
between ’me’ and ’mine’ is hard to make; he suggested a hierarchy 
of components of the empirical self - the ’spiritual self’, the 
’material self’, ’social selves’ and ’bodily selves’*
LaBenne and Greene (1972) writing on Self-Concept and Education, 
observed that James* ideas form the core of much of the contemporary 
theorising about self-concept• James wrote a treatise especially 
for teachers, ’’Talks for Teacher’’ (1899) in which he explained 
his philosophy and his views- on self-concept and in which he 
defined the self-concept as being ”a global concept of identity 
including spiritual, material and social aspects’’. Diggory (1966). 
in a comment on the work of James has said that his contribution 
to the development of ileas about the self can hardly be esteemed 
too highly.
(e) John Dewey
Our final historical figure is. another American - educational 
philosopher John Dewey (i9l0» 1915? 1916, 1929* 1938)* He was a 
prolific writer and had many ideas about the role of education in 
society. Of immediate concern to us now are his ideas about the
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’instrumental’ nature of truth *- the idea that all knowledge is 
personal and is made by each individual for himself for the 
purpose of adapting himself to new situations. Dewey (1929) 
tried to show that the self does not grow in'solitude, nor in 
the mere contact with nature. But that an essential element in 
the. natural conditions for the growth of man is the rest of 
mankind. He wrote: ”to learn to he human is to develop through 
the give and take of communication an effective sense of "being 
an individually distinctive member of a community". This 
appears to be another way of stating Kelly*s Personal Construct 
Theory of Personality.
SUMMARY
It can be seen from this brief historical review that concern 
with ’the self* has long been of interest to writers on 
educational psychology and philosophy and the belief that 
’education* or schooling could influence human nature was integral 
to this system of beliefs. He have seen that the, early modern 
educational philosophers were also self-psychologists and were 
concerned with how human nature could be altered or improved, 
through the process of schooling. We have called attention to 
the fact that Nunri’s (1920) ’perfect individuality* theory seems 
to have much in common with.the ’self-actualisation* theories of 
the Instrumental Nature of Truth whereby the individual creates 
knowledge for himself for the purpose of helping him adapt to 
new situations, also shares much in common with Kelly’s (1955.) 
Personal Construct Theory whereby the individual makes sense of 
his subjective world by creating ’constructs* of it.
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HUMAN NATURE AND THE SOCIAL ORDER 
Cooley, Mead and Phenomenological Sociology
1.3.1 Introduction
In turning now to consider the contributions of Charles Cooley 
and George Herbert Mead to the development of self-concept theories, 
we move from philosophical or psychological to sociological 
interpretations of human nature and its relationship to society. 
Although Cooley arid Mead are regarded principally as sociologists, 
their influence has been widespread and appears to have generally 
ignored the boundaries established by academic disciplines. 
Development of their theories, notably by Berger and Luckman (1967) 
has influenced educational theory resulting in the new sociology of 
education, the theories of which are epitomised in the writings of 
Cir'ourel, 1973; Garfinkel, 1967; Filmer et al, 1972; and in Young’s
. ' V 'edited collection, 19.65**; and by Hargreaves, 1967, 1975. The link 
between the ’phenomenology of education’ (Curtis and Mays, 1978) 
and its implication for schooling continue to assume increasing 
importance in the face of increasing problems.
This branch of sociology arose in response to the near monopoly of 
the structural functionalism which had dominated the American and, to 
a lesser extent, British sociology, which largely ignored ’subjective 
meaning’, Herbert Blumer (1965) explained this development in his 
essay entitled The Sociological Implications of the Thoughts of 
George Herbert Mead.
Writing of the structural conception of human society,
he described it thus:
’This conception views society as an established 
organisation, familiar to us in the use of such terms 
as social structure, social system, status position, 
social role, social stratification, institutional 
structure, cultural pattern, social codes, social 
norms and social values.’.
He wrote of it:
’This conception presumes that a human society is 
structured with regard to (a) the social positions 
occupied by the people in it, and (b) the patterns of 
behaviour in which they engage.’
Of the structural view of social action, he says:
’Social action falls into two general categories: 
conformity marked by adherence to the structure and 
deviance marked by departure from it1.
He continued:
’Because of the central and deterministic position 
into which it is elevated, structure becomes necessarily 
the encompassing object of sociological study and 
analysis - epitomised by the well-nigh universal assertion 
that a human group of society is a ’social system’.
In contrast, he outlined "Mead’s scheme* which he says
definitely.challenges this conception, because:
’It sees human society not as an established structure 
but as people meeting their conditions of life; it sees 
social action not as an emanation of social structure but 
as a formation made by human actors; it sees.this formation 
of action not as societal factors coming to expression 
through the medium of human organisms but as constructions 
made by actors out of what they take into account; it sees 
group life not as a release or expression of established 
structure but as a process of building up joint action; 
it sees social action as having variable careers and not 
as confined to the alternatives of conformity or deviation 
from the dictates of established structure; it sees the 
so-called interaction between parts of a society not as a- 
direct exercising of influence by one part or another but 
as mediated throughout by the interpretations made by 
people; accordingly, it: sees society not as a system, 
whether in the form of a static, moving or whatever kind 
of equilibrium, but as a vast number of occurring joint 
actions, many closely linked, many not linked at all,
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many prefigures and repititious, others being carved 
out in new directions, and all being pursued to serve 
the purposes of the participants and not the requirements 
. of the system.’
In putting the Meadian point of view, Blumer argues that it
does not reject the existence of structure in human society -
’such a position would be absurd’ - it is the manner and'
extent in which social structure enters which matters:
’There are such matters as social roles, status positions, 
rank orders, bureaucratic organisations, relations 
between individuals, differential authority arrangements, 
social codes, norms, values and the like. And they are 
very important. But their importance does not lie in 
an alleged determination of action nor in an alleged 
existence as part of a self-operating societal system.
Instead, they are important only as they enter into
the process of interpretation and definition out of 
which joint action is formed.’
The idea of ’joint action’ will be described later but it is
of central importance to Meadian theory for, together with the
idea of ’reflective self’, joint actions form the core of
human society: these are part of the same process of interpretation
and definition in which people are constantly involved. It is
through the process of the reflective self that one enters into
various kinds of joint action with other human beings. One last
point which Blumer makes and which is important is to do with
order and stability and how ’order’ is maintained. In this
analysis joint action does not depend on shared values and does
not ignore conflict - what it does say is that the stability of
society depends on ’workable relationships’.
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’The participants may fit their acts to one another in 
orderly joint actions "on the basis of compromise, out of 
duress, because they.may use one another in achieving 
their respective ends, because it. is the sensible thing 
to do or out of.sheer necessity.1
Thus it can be seen that sociologists who subscribe to these 
values are concerned with the individual and how social reality 
is constructed uniquely by each individual human being. These 
same values underlie their theories of the development of self- 
concept - the self is ’social* but it is also uniquey the creation 
of the individual, interpreting and defining herself out of a 
process of social interaction.
Phenomenological sociologists - those who follow Mead and 
stress the ’subjective meaning.of social reality* - present 
themselves as radically opposed to traditional orthodoxies in 
sociology and make a claim for holding a humanistic perspective 
which does not ignore man’s individuality and spontaneity, or 
reduce actors to the mere passive effects of social structures.
They reaffirm the significance of human action, and see social 
structural formations as the dynamic creations of constitutive 
human subjects, who through a continuous process of interpretation 
and negotiation, make and remake their social worlds. Sharp and 
Green (1975) are extremely critical of the followers of phenomenological 
sociology, symbolic interaction or ethnomethodology who they 
regard as. having a common heritage in the work of Mead (1934)T 
Weber (1948) and Schutz (1962). But we would like to begin our 
review of these contributions of this school of thought to the
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discussion on schooling and self-concept with a consideration of- 
the ideas of C.H*Cooley.
C.H. Cooley (19Q2)
Cooley was an American sociologist whose major work, Human Nature 
and the Social Order (1964) explored the theory that human nature 
is a product of the environment in which we live. "Self and 
Society are twin horn"* In his introduction to the most recent 
publication of Cooley’s book, Philip Rief wrote that it is a 
classical work on "the process of social communication as the 
very stuff of which the self is made"* And it is certainly the 
case that Cooley’s ideas form the basis for Mead’s work on Mind,
Self.and Society (1934) which in turn fathers the phenomenological 
sociology and humanistic psychology*
George Herbert' Mead
The history of psychology, social psychology and sociology has 
been characterised by conflict over the relative importance of the 
individual on the one hand and society on the other* Durkheim 
(1956) discerned anomie not from considering the unhappiness of 
men but by observing the collapse of norms and rules and solidarity 
ties; for Marx (1968) alienation was a part of social reality, a 
way of ’being’ in a class-divided, exchange world in which men 
were experienced as things (Heine, 1971 )• Psychology was established 
on a premise that set the individual apart from society but the 
theories of Mead presented an opportunity for the fusion of these 
two entities - the individual and society and the development of 
the interactionist theory of human behaviour. •
Interact ionist theory sought to bring together both the 
principle of ’the individual’ and the principle of ’the social’. 
G.H. Mead called himself a social behaviourist but he was also 
a philosopher. The philosophy he expounded rested on the key 
notion of reciprocity, exchange in an open continuous process 
in which ’my’ response to ’your’ stimulus becomes in turn a 
stimulus to ’you’ to respond. Mead’s belief in the acquisition 
of the self or mind through a process of the reflective, self 
whereby one becomes essentially what one sees reflected back 
including one’s own perception, is particularly relevant to 
education as the child is seen to acquire the idea of himself . 
which he sees significant of others reflecting back at him.
Home attitudes expressed towards him create a home self. School 
attitudes expressed by teachers and classroom experiences create 
a school self; and social attitudes expressed by peers and' others 
in social settings create a social self. This view tied up with 
James* (1890) idea of a many ’selved* individual. Through the 
process of symbolic interaction the individual can ’take the 
attitude of the other* towards himself. Mead (1934» p*90) 
combines many instances of these to formulate ’the generalised 
other*. The self can become an object unto itself by assuming 
the role of ’the other’ - as when *1 talk to myself’. Thus the 
self can be both agent and the object of his own activity.
Mead followed the Jamesian lead of objectivity and hisvtheories 
had appeal across the academic disciplines of psychology and 
sociology. If it did not precisely begin with the group it did .
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begin with a principle that instantly clarified the sociability 
of man. No emphasis is placed on the individual as if he were 
apart from society, because society was contained within every 
interaction.
Meadian theory has particular appeal to sociologists who regard 
the •self* as described by Mead as"a social process which provides 
the individual with the mechanism of self-interaction with which 
to meet the world. . For any pointed structure to be self, it 
would have to act upon and respond to itself - otherwise it is 
merely.an organisation awaiting activation... This marks the 
crucial weakness or inadequacy of the many schemes... which 
misguidedly associate the self with some kind of psychological 
personality structure. For example, the ego as such is not a 
self; it would be a self only by becoming reflexive, that is to 
say, acting towards or on itself.” Blumer (1965): "with the 
mechanism of self interaction the human being ceases to be a 
responding organism whose behaviour is a product of what plays 
upon him from the outside, inside or both. Instead he acts towards 
his world, interpreting what comforts him and organising his actions
on the basis of that interpretation”.
*
There are five major ideas underlying Mead*s theories on human 
nature and society. These are: .
1 the self-^nind
2 the act '
3 social interaction . -■•v .
4 objects
5 the social act
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1 The Self
Mead saw the self ’as a process and not as a structure1*
Blumer (l97l)*For Mead as for Cooley "taking the role of the 
other", the reflexive process, was the means wherehy ’self* 
became reality.
2 The Act
By making indications to himself and by interpreting what he 
indicates the human being has to'forge or piece together a line 
of action*' They cover his wants, his feelings, his goals, the 
actions of others, the expectations and demands of others, the 
rules of his group, his own situation, his conception of himself, 
his recollections and his images of prospective line of action.
3 Social interaction
Mead identified two forms of interaction — non-symbolic and 
symbolic. .Won-symbolic interaction is the human response to 
one another’s gestures or actions - symbolic interaction is the 
process whereby human beings interpret each other’s gestures 
and actions and act upon that interpretation. Thus, symbolic 
interaction is a process in its own right - shaping and developing 
human conduct in a continuous process of definition and adaption.
4 Ob.jects
For Mead, human beings live in a world of objects - an object is 
defined as anything which can be designated or referred to. The 
nature of the object is constituted by the'meaning it-lias for 
the person or persons for whom it is an object. People act 
towards ’objects’ on the basis of the meaning it has for them.
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Human "beings are also objects and people are ’objects1 unto 
themselves. , The word is socially produced in that the meaning 
is fabricated through the process of social interaction.
5 The Social Act
The social act refers to collective form of action society which 
is its distinguishing feature. For Mead, the social act was the 
fundamental unit of society. Each participant occupies a 
different position and acts from that position - it is the fitting 
together of these acts that Constitutes social action. By 
identifying th>e social act the actor/participant is able to 
orient himself; he has a key to interpreting the acts of others 
and a guide for directing his action towards them.
Mead viewed society as a process of social action and the 
self as emerging from this process. Meadian theories have 
influenced recent educational research in England which have 
taken a symbolic interactionist theoretical perspective.
Hargreaves (1967» 1972) and Lacey (1970), Esland (1971), Keddie (1971) 
and Hargreaves et al.(l975) have been even more, influential 
amongst Humanistic Psychologists. It is to this theory and to 
research arising out of it that we shall return throughout the 
course of this work.
FREUD AMD THE MIO-FREUDIA US
Freud (1953-1954) himself never used the word ’self1 or 
self-concept; he was more concerned to develop his own words 
to describe the structure of the total personality around three 
major systems which he labelled: (l) the Id (2) the Ego and
(3) the Super Ego.
(1) The Id’s function is to reduce or free the person from 
tension.
(2) The function of the ego is to postpone the release of 
energy until the object that will satisfy the need has. 
been discovered or is produced. The ego is governed by 
the. reality principle.
(3) The super-ego is.the moral branch representing the ideal . 
and it strives for perfection instead of reality.
Thus the id can be regarded as the biological basis of 
personality, the ego as the result of interaction with objective 
reality and the super ego as the product of socialisation arid 
the vehicle of cultural contradiction.
The term which is closest to self-concept is ego - and that 
which modifies the psychic energy of the id and which working 
together enables the individual to carry on effective transactions 
with his environment. Biggory (1966) maintained that psycho­
analysis was first and always an ’ego psychology’ and that ’ego’
in the Freudian language refers to the same next of problems
■ *■
which were subsumed under ’self’ by James (1890) and other self 
psychologists. If one accepts this analysis., then the link 
between Freudian psychology and early self-psychology becomes
firmly established. Although much of early Freudian theory 
has been modified by Erickson (1963 ), Horney (1942 ), Fromm (1941) 
etc, it still remains of some force within educational circles. 
Fontana (19T7) explains that any examination of personality and 
education must start with Freud. In a handbook intended to 
explain and interpret Personality Theories to teachers, Fontana 
writes:
.’For the teacher, Freud’s main importance is that he 
has given us a new way of looking at childhood that is 
in stark contrast to the Victorian belief in misbehaviour 
and other personality problems in children are the result 
of original sin, to be corrected by stern and rigid 
discipline•*
The influence of Freud and the neo-Freudian on educational 
thought and practice has been mainly in the development of 
’child-centred’ education, especially in the primary school.
There have been many criticisms of Freudian theory, both from 
psychologists and sociologists and in the main these have centred 
on the limitations of a theory which sought, to offer a complete 
exploration of human behaviour and which largely ignored the 
social structure. Although Freud and his theories have been 
criticised from many vantage points - his followers and admirers 
also reflect a variety of backgrounds - Parsons (1949) accepted 
much of what Freud had to say about the child’s internalisation 
of moral concepts through the function of the super ego but he 
felt this to be somewhat limited and developed it to include 
the internalisation of the ’structural system’ by the individual, 
through the family. Dick Atkinson (1971)» in a penetrating 
analysis of what he called the ’convergence’ of sociological, 
psychological and Marxist thought, described the process by which
Freudian psychology hecame ’adapted’ towards explaining the 
nature of human personality by using the concept of ’the 
unconscious’ to explain why men (women or .children) should 
conform to the external, objective, normative and cultural 
systems# :
Thus the crucial step is taken which removes subjective 
and conscious intentionality from the analysis of the activity 
of man (woman or child). It is no longer necessary to know 
why men (women or children) do things from their point of view. 
This means that the very concept of action has to be rejected. 
As a consequence of external constraint, the actor’s action is 
merely adapted and oriented to these external constraints in a 
ceaseless process of interaction.
HUMANISTIC PSYCHOLOGY
’One cannot take responsibility for evaluating a 
person’s ability, motives, conflicts, needs, for 
evaluating the adjustment he is capable of achieving, 
the degree of re-organisation he should undergo, the 
conflicts which he should resolve, the degree of 
dependence he should develop ... without.a significant 
degree of control over the individual being an 
inevitable accompaniment.*
Carl Rogers (1948)
The terms humanistic psychology and phenomenology are 
given to those branches of psychology and sociology which 
stress the part of the actor in the situation and which gives 
priority to the actor definition of that situation. These are 
also linked with Gestalt psychology whose major preoccupation 
is with the ’whole’ person, the .’whole’ organism, the ’whole’ 
situation. The whole man to be studied by way of the one ' 
motive or drive that really makes him go. .Diggory (1966) 
quotes Goldsteink(1939) assertion that: ”we have to assume only 
one drive, the drive of self actualisation” as a typical . 
illustration of this theory on human motivation. Amongst the 
psychologists who shared these or similar views are included 
Allport (1943? 1946, 1955)» Fromm (1941, 1955)» Frondizi (1953), 
Maslow (l954)» Rogers (1951) and Syngg and Coombs (1949)» 
Sullivan (1953) and Kelly (1955) •
In terms of influence on educational theory and practice we 
select five of these writers for further study: (a) Maslow;
(b) Rogers; (c) Syngg and Coombs; (d) Kelly.
(a) Maslow shares with Coombs, Syngg and Rogers the belief that 
the maintenance and enhancement of the perceived self, is the 
motive behind all behaviour. Maslow devised the hierarchy of 
needs to explain human behaviour. The distinguishing feature 
of his theory is his belief in human ’needs* as forming the 
basis of human motivation. According to Maslow, there are two 
types of needs: . ■
D-needs i.e. Deficiency or Basic needs which.are intrinsic 
and governed by a person’s inner nature, and 
B-needs Being or Becoming which are extrinsic and governed 
by the environment.
The D-Deficiency needs include:,
1 physiological needs
2 safety and security ‘
3 love and belonging
4 esteem — respect for self and others.
D-Deficiency needs are the ’lower order’ needs which must be 
met and fulfilled before the B-Being or Becoming ’higher order’ 
needs can be fulfilled.
The B-Being or Becoming needs are the needs for:
1 infprmation, curiosity and spontaneity
2 understanding
3 beauty ; . •
4 self-actualisation - the means whereby creativity is 
achieved; transendonce of self becomes possible and 
a ’fully functioning person’ results, characterised 
by ’autonomy, openness, sensitivity and integrity’. 
(Maslow, 1968).
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In terms of his contribution to the debate on self-concept 
and schooling, Maslow held that schools can only contribute to 
the ’higher order* needs of children. Family and other social 
institutions must take care of the lower order needs so that 
the school through the teacher can facilitate the help the 
child requires to. fulfil his higher order needs. It is quite 
useless for the school to attempt to meet these needs for 
information, understanding, beauty unless the prior needs - 
D-needs, have already been attended to.
(b) Carl Rogers (l948» 1951» 1958, 1959» 19&5» 19^9) developed 
a system of psychotherapy called non-directive which was a 
reaction to what he regarded as the mechanistic narrow tenets 
of behaviourism. Rogers considered the self to be of crucial 
importance in human adjustment; he regarded the self as a 
social product arising out of interpersonal relationships and 
striving for consistency. He believed that there is a need for 
positive regard,, both from others and from oneself, and that in 
every human being there is a tendency towards self-actualisation 
and growth so long as this is permitted by the environment.
Rogers believes that the child’s impulses are basically
socialised right from the start - that the child’s wish to hurt
{■
another child is as great as, and corresponds to,his wish to 
be liked by the other child. "If free rein to all the child’s 
impulses, and encouragement for them to be integrated, is ■. 
given, his behaviour will be balanced..." "We do not need to
ask who will socialise him, for one of-his own deepest needs 
is for affiliation and communication with others.•• He is 
realistically able to control himself, and he is incorrigibly 
socialised in his desires. There is no beast in man, there 
is only man in man." (Rogers, 1962).
(c) Syngg and Combs C1949) also sometimes called ’phenomenologists* 
are in the same tradition as Rogers but they differ in the 
central role which they accord to conscious feelings. They 
claim that all behaviour, without exception, is completely 
determined by thought, and. treatment is the phenomenal field of 
the behaving organism. That is to say, the way a person behaves 
is the result of how he perceives the situation and himself at 
the moment of his action. The phenomenal self is both an object 
and a process. Combs’ (1963) definition of the self is stated 
thus:
’The self is composed of perceptions concerning the 
individual and this organisation of percept ions in turn 
has vital and important effects upon the behaviour of 
the individual. They state that people do not behave 
according to facts as they view them and that the 
unique perceptions of the individual assist him in the 
formulation of his decisions. People operate on the 
basis of how things seem to them and not in terms of 
some external, objective criteria. Behaviour is always 
reasonable and purposeful and is the best way the 
individual knows how to behave at the time.’
Syngg and Combs describe the individual field of operation as
the perceptual field which they define as "the entire universe,
including himself, as it is experienced by the individual at
the instant of action".
(d) Kelly (1955, 1962)
Kelly accepts Maslow’s theory of basic and meta needs (or lower
and higher order needs) but adds to this his own theory'that
behind these needs lies ’the urge to explore’ and that we explore
and make sense of our own subjective world by forming what he
calls personal constructs about it# A ;personal construct is a ?
unit of meaning, a unit which contains all the perceptions,
interpretations and evaluations which the individual attaches to
a particular event, place, person or set of persons. By means
of our constructs we understand the present and are able to
predict the future. Kelly states:
’The self "looks out" upon the surrounding scene 
largely in terms of its own enhancement or defence.
It tends to extend in the direction of that which 
■ promises to make it better off. It withdraws from 
that which seems to endanger it. This is largely true 
throughout life and entirely true in the early stages . 
when the self is being established... the more 
facilitating the environment, the less need for 
protection. The more endangering the environment the 
greater the need for protection.’
Kelly, 1955
LEARNING THEORY .
Learning Theory has its antecedents in the Behaviourist School 
of philosophy and psychology. In brief, the learning theorists 
believe that all behavioural attitudes and knowledge are learnt, 
including knowledge about ’the self’ and attitudes towards the 
self (Skinner, 1963). Behaviourists believe that people learn 
about themselves in exactly the same way as they learn about 
other things and people in their environment, that the individual 
response to himself is a learned response which is socially 
conditioned.(Bern, 1967): "... Self descriptive attitudes,
statements can be based on the individual observation of his 
own overt behaviour and the external stimulus conditions under 
which it occurs". That is to say, that much of the evidence upon 
which the humanistic psychologists rely, i.e. ’self descriptive’ 
in their efforts to understand self-concept are nothing more 
than the learned responses acquired through social conditioning 
and do not give any clue as to the ’inner world’ of the subject, 
which is essentially inaccessible.
As far as education or schooling is concerned, pure 
behaviourism has exerted more influence in teaching methods and 
style and in educational technology. In terms of self-concept/ 
self-esteem, or the affective area of learning, social 
behaviourism is more relevant to our discussion of learning 
theory. Bandura (1969, 1974, 1971) has explained social 
behaviourism, although Argyle (1972) has also made major 
contributions, especially in the field of mental health in
this country. There is much in common between social behaviourism 
and Meadian interactionist theory; both emphasise the •social’ 
nature of learning and stress imitation as an important part of 
this process. This seems to hark back to Cooley and his 
interpretation of human behaviour as arising from imitation in 
society: "mind and society are twin born". Indeed, Meadian 
interactionist theory is barely distinguishable from ’social 
behaviourism’ and it.must be remembered that both are descendants 
of Cooley’s original sociological interpretation of human 
behaviour and that Mead described himself as a social behaviourist
SOCIAL BEHAVIOURISM - 
SELF-CONCEPT AHD SCHOOLING
Although no particular theoretical position has been defined, it 
is clear that many people engaged in programmes designed to change 
or enhance children’s, self-concept must subscribe in some degree 
to the ideas of the learning theorists.- indeed, the attempts at 
modifying behaviour in schools, in out-of-school programmes, 
clinics etc. must be based fundamentally on the theory that 
children learn,, or acquire, a view of themselves which can be 
changed in the light of further information or experience. In 
this sense Meadian psychology, Behaviourism and Humanistic 
Psychology appear to converge and to offer the individual 
’another chance* to become self—renewed, reborn or resocialised, 
depending on the starting point of the particular theory.
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1.7 RESEARCH PIT SELF-CONCEPT AND SCHOOLING 117 AMERICA. AND BRITAIN
Amongst the early studies of relevance to self-concept and schooling 
are those of Jersild (1952), who concluded from his research 
the suggestion that the child is active "in the maintenance of the 
self-picture, even if by misfortune the picture is a false and 
unhealthy,one." Many students do poorly in school simply because 
what the,school is doing seems irrelevant to himself and his world.
A student who considers himself a failure will reject or distort 
evidence which contradicts his perceived self — no matter how . 
flattering the information may be or how helpful' it may appear 
from another person’s point of view. . Arpson and Mills *(1959) and 
Carlsmithfe(1968) studies appear to confirm this'thesis that the 
individual generally rejects ideas and opinions about herself 
which are inconsistent and uncongenial and bear no relationships 
to her systematized view of herself. Their studies showed that 
students who did poorly but expected to do so were more satisfied 
and contented than even those who did well but had not expected 
to.do so.
Landsman’s (19 61) research is of some interest as it was 
concerned not specifically with the schools’ influence on the 
child’s academic self-concept and achievement but more generally 
it explored the hypothesis that the opportunity for children to 
observe photographs of themselves in school situations with a 
positive frame of reference, would enable them to develop a more 
positive self-concept, more positive behaviour and to more rapidly
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correct -unacceptable behaviour. Photographs were taken of 
members of the experimental group of 11 year old school children 
in weekly activities. A trained adult met each child once a 
week and centred the discussion on the photographs, which were 
interpreted in a positive manner. Photographs were taken of the 
•first control class and they also had a weekly discussion, but 
the photographs were not used in it. The control class neither 
had photographs nor discussion. Landsman found that children 
in the experimental group developed more positive self-concept 
over the period of the research.
This question of whether schools can contribute to the 
development of more general feeling of self-worth in children 
has also been explored in major American research by Brookover et 
(1965) and Smith (l'967) whose research appears.to show that 
schools can develop programmes which can have this effect. The 
question of what conditions lead children to -see themselves 
favourably have been explored in considerable detail by Rosenberg 
(1965)j Baurmind (1967) and Coopersmith (19^7)» the results of 
which seem to indicate to these researchers that children reared 
in self-enhar^cing environments are those where parents and teachers 
exercise authoritative direction and leadership in a democratic 
fashion, allowing considerable discretion and freedom within a 
set of clearly-defined rules and boundaries} that the conditions 
for establishing positive self-concept are best created by those 
parents and teachers who are sure of themselves and are themselves 
relatively secure. They affirm themselves through expressing 
their own values in their lives. They appear to have sufficient
self-esteem for themselves, so as not to seek further esteem by 
dominating their children or students. Coopersmith (1974) and 
research by j(iombs (1963) and (1969) and by his associates also 
seem to confirm the view that effective teachers hold more 
favourable and realistic attitudes towards themselves'than do 
less competent teachers. ' .
Olson (1959) argued that the school provides the child with a 
new world that operates under new conditions and requires him to 
observe limits set by a new series of authority figures. Schools 
serve considerably more than routine academic stimulation ... 
since the school is concerned with the child’-s social adjustment, 
the teacher is active in shaping the child’s goals, concepts, 
convictions and attitudes. Like Jersild , Olsen argued that the 
teacher’s role is crucial in its influence on the child’s self- 
concept; the teacher as a ’significant other* reflects back 
important facts to the child which the child can assimilate. 
Davidson and Lang (1960) related children’s perceptions of their 
teachers’ feelings towards them to their self-perception, school 
achievement and behaviour and found that they correlated positively 
and significantly with their self perception. Children with the 
most favourable self-concepts were also those who perceived their 
teachers* feelings towards them as being favourable.
There are other research studies - Soares and Soares (19^9 » 
Kerensky.(1967) and Carter (1968) which found that disadvantaged 
children who were failing academically had more positive self- 
concept than advantaged children but these will be examined in 
more detail further on in this report.
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Most of the research on self-concept and schooling is directly
related to that aspect of self which Murdoch (1968) and others
have labelled the academic self-concept and which it is assumed
is linked with motivation and the need to achieve (Atkinson,
1959)* , ombs (l969) for example, pointed to the circular effect
upon the student concept of his ability to read where the child
avoids the very experience which might change his self-concept
because he has a view of himself as. a poor reader. Labenne and
Green (1972) state:
*... the influence of schooling, in the narrow sense of 
the term, or education in the broader senses, may be a 
positive, negative or neutral effect on the child’s self- 
concept. Whether planned or unplanned, the influence of 
the school, or more specifically, the teachers, has a great 
deal to do with the developing self-concept.*
Labenne and Green state that:
^Empirical and experimental evidence clearly indicate 
a direct relationship between the child’s self-concept' 
and his manifest behaviour, perception and academic 
performance•*
In support, Leckey (1945) was one of the first to demonstrate that 
low academic achievement was often due to a child’s definition of 
himself as a non-learner. (See Wylie, 1963)*
Walsh (1956) found that ’high-ability low-achievers’ had 
negative self-regard when matched with high-ability high-achievers. 
Benjamins (1950), Reeder (1955)» Buckley and Scanlan (1956) also 
presented evidence in support of the theory that a person’s self- 
concept has a direct bearing on his intellectual efficiency. 
Brookover,Thomas & Paterson (1964) found that a statistically 
significant positive correlation between self-concept and
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perceived evaluations of significant others, general performance 
in academic subjects and achievement in specific subject matter 
fields* Perkins (1958) found that teachers who had taken Mental 
Health courses were able to promote ’healthier* personality 
growth in children. Healthy personality growth was defined in 
terms of the degree of congruence between the real self and ideal 
self. In a study of emotionally handicapped children, Labenne 
(1965) found a ’highly significant’ relationship between teacher’s 
self-concept and pupils’ perceptions of himself in the classroom.
All the research quoted tends to suggest a low, direct 
relationship between'self-concept and achievement, but as Campbell 
(1967) noted, the variety of methods and studies and the amount 
of conflicting evidence indicates the need for further research.
In Britain, research on self-concept and schooling have been 
very sparse and those which have been undertaken largely support 
the contention that school experience is important to the develop­
ment of self-concept in children. Mistry (i960) carried out a 
study of the self-picture of 200 adolescent girls from Grammar, 
comprehensive and secondary modern schools. Some were school 
leavers and others were continuing their education. They were 
given a self-rating test, an inventory.on their parents and a 
sentence completion test designed by Mistry. The findings indicated 
that self-concept changed, over time, was influenced by family . 
attitudes and socio-economic background. . '*
Wilkie (1962) investigated children’s self-perception and 
its concomitants in the period from the last year of the primary
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to the first year of secondary school. His subjects were given 
a self-rating test before the 11+ and twice again, once before 
the results were known and then after the results were known.
The results showed that the self-concept developed differently in
children who were in different types of secondary schools and 
also in different streams within the same school. Musgrove (1976) 
found that sixth form boys had very negative and introverted 
personalities as shown by his method of research into their 
self-concept, which consisted of asking them to give 20 answers 
to the question "Who am I?". The responses were classified under 
three headings:
1 neutral
2 effectively toned negative
3 effectively toned positive.
In interpreting the findings, Musgrove wondered if ’negative self- 
concept may be a necessary price of high academic achievement?’. 
Musgrove clearly saw the Grammar schools as inducing negative self- 
concepts in the children they taught; there appears to be a 
tendency for pupils from large Grammar schools of high academic 
distinction, recruiting their pupils in the main from higher 
professional families (there were four such schools contributing 
subjects) to be particularly negative in their (self) attitudes... 
The material which emerged suggests that Grammar schools might 
usefully be compared for the attitudes and self-conceptions which 
they induce in their pupils.
Barker-Lunn's (1970) work on streaming in the primary school 
also investigated some corollaries of self-esteem. She found that
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for children ’doing well’ at school was important and failure 
resulted in a depressingly low self-image. Nash (1973) also 
investigated the academic self-concept of a group of primary school 
children and found that in general children perceived unfavourably 
by their teachers had developed unfavourable self-concepts.
All the research reports here took place within schools and 
were concerned with the child’s accepted self-concept and related 
in some way with achievement of levels of attainment in schools.
The researchers operate from a basis of belief in the teacher’s 
ability to influence the child's self-concept through teaching 
styles and methods. Taking their cue from Mead's theory, they 
regard the teacher as a ’significant other’ in the child’s life 
and thus argue- for teacher training to take account of this in 
preparing for work with children and adolescents. Now, while I 
do not want to appear to be quarrelling with the idea' that 
teachers should be alive to the needs of children, should 
respect children as individuals and treat them as such - I would 
argue with the concept of teacher as ' siignificant other’ and with 
the ’role of teacher as therapist’ that this belief implies.
The research I have quoted so far serves in my view to indicate 
that teachers and children have a fair idea of capabilities of 
who is clever and who is.not - that some children accept these 
views of their classmates or of their’ teachers cannot be doubted - 
but to take the Meadian analysis to its logical conclusion - 
children also have their own interpretations and definitions of 
the situation and this fact has been largely.ignored both in 
theory and in research. Even David Hargreaves (1975) who takes a
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phenomenological position, largely ignored the views of the boys 
in his study of deviance and the operation of labelling theory 
in a comprehensive school. People have been so eager to 'prove1 
the Herbartian or neo-Herbartian belief in the almost god-like 
influence of teachers1 on children’s personalities, that even 
those who express faith in the individual’s capacity to interpret 
and define social reality have not extended this to children and 
young people in schools.
In my next chapter I will examine the theories and research as 
they relate to black people and to Black Culture and self-concept 
and I will highlight the inadequacies, as I see them. In the 
following chapter I look at social class, schooling and self- 
concept and I will deal specially with research findings related 
to self-concept and (1) aspiration, (2) achievement. For the 
moment one must say that the research report here deals with one 
aspect of the self-concept, that related to academic performance 
in schools and that one could not interpret these findings as of 
any significance for theories concerned with global self-concept, 
the individual's total feeling of worth. People may accept that 
they are not particularly good at this or that and still feel 
adequate and worthwhile as people - therefore children may accept 
that (in the teacher’s eyes) they are not very clever or do not 
get on very well at school, without feeling that they are totally 
worthless as individuals. This may also be related to age (John 
Coleman, 1974) and, for instance, Infant and Primary Teachers 
might be more influential than Middle or Upper School Secondary 
Teachers. But to my mind * the overriding consideration is class: 
middle-class teachers influence the self-concepts of middle-class
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children far more than they do that of working-class or "black 
children - simply "because, generally, the effect of school context 
is stronger-for privileged than for less privileged children; 
to the middle-class child the teacher is a more credible source of 
information than to the white working-class or black child 
(jersild, 1959? Summer & Warburton, 1972; Musgrove,.1976; Willis, 
1978).
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1.8 SUMMARY AND DISCUSSION
A historical framework has beeh provided which suggests that 
self-concept theory developed alongside general educational 
theory through such writers and thinkers as Herbart, James,
Dewey, Nunn, and that Freudian, Meadian, Humanistic and 
Behaviourist Psychology developed also theories which appealed 
to teachers and educationists. It would appear from this 
analysis that present-day concern with ’self1 in the context of 
formal education and of schooling is not a recent phenomenon 
but has its roots in a variety of educational, psychological 
and philosophical theories which seek to explain the nature of 
the self-concept generally and self-concept within a school 
setting in particular.
All these different theoretical perspectives seem to converge 
and to form a unitary basis from which the classroom teacher 
operates.
Major•criticisms of all these approaches to the study of the 
self-concept focus on their isolationist, exclusive and 
incomplete approach to explaining and defining the nature of 
self-concept. The interactionist theory or way of looking at 
the world and social behaviour appear to offer the most complete 
system of understanding and interpreting self-concept in schools 
but its limitations are severe. It has given something to all the 
other schools of thought, none of which appears to have improved 
much on Cooley’s and Mead's original ideas. In brief, the major 
criticisms of all these schools of thought is the way they have
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lifted the discussion of self-concept out of any economic or 
political context - it is. constantly stated that people are 
social beings, yet the social context in which all action takes • 
place seems to be neglected. The Humanistic Psychologists who 
seem to be no more than an off-shoot of Meadian psychology, 
stress the individual's interpretation of the situation, but 
appear to ignore such important dimensions of the situation as 
power, status, privilege. The pupil and the teacher may each 
have a valid and (for them) realistic view of the situation - 
but who has the power to enforce their view? The pupil can by 
one means or another create an environment which can (temporarily) 
make his view prevail - for example, by driving the teacher to 
hysterics - but ultimately the teacher has the support of the 
Head and' colleagues and the force of the institution, and the 
back-up of an enormous Local Authority apparatus including 
Educational Psychologists, Psychologists, Social Workers, Child 
Guidance Clinics, Adolescent units etc. to see that the school's 
definition of reality is the one which prevails. Sharp and Green
(1975) have offered a timely and well-placed critique of the 
influence of social psychology on the behaviour of classroom 
teachers.
Middle-class children share the language of the class-room 
teacher and it is understandable that the greatest effect on 
children's self-concept in the classroom should be experienced by 
children in Grammar Schools or grammar school streams in 
comprehensive schools (Musgrove, 1976; Ford, 1969; Sumner &
Warburton, 1972). The teacher may be expressing views which fit 
in with the child’s own perceptions of himself and his world; 
to the working-class child or the child from a different cultural 
background this may not be the case - the teacher’s view of him 
will be a foreign one and one which she/he will ignore. It is 
not surprising therefore to find children from educationally or 
socially deprived backgrounds and culturally different minority 
group children having positive self-concept, as indicated by their 
scores on a variety of research instruments - Soares and Soares (1969) 
D.A.Hill (1975); Katz (1973) - self-concept may be determined 
more.by emotional than economic factors, and indeed Rosenberg’s 
massive study of adolescents showed that self-esteem was not related 
to socio-economic status.
It seems to me that Humanistic Psychology and Sociological 
Phenomenology as at present developed cannot hope to explain the 
variety of factors which influence conditions in the urban school.
It is sheer Utopia to talk about positive regard, allowing children 
the ’freedom to grow’, and self-actualisation in conditions of 
overwhelming social, and economic stress where minority groups and 
working-class children daily experience oppression and rejection 
of their own culture and experience within the schools that serve 
them. In the following chapter we turn to a more detailed 
analysis of Self-Concept and Race (Chapter 2) and then in Chapter 
3 to Self-Concept, Social Class and Education. Chapter 4 deals 
with the Sociology of Educational Inequality and its implications 
for self-concept theory and research, which ends Part I of this
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C H A P T E R T W O
2.1 INTRODUCTION .
Philip Reif, in his introduction to the 1964 edition of
Cooley's book 'Human Nature and the Social Order', wrote that
Cooley believed: '
.'that there is a human, nature, mirroring iri a man 
the social order in which men act out their- lives',
and that this seemed to Cooley more than an article of faith..
'it is the very language of faith, supplying every culture with
its self-revelation, and therefore with its self understanding'.
But his comments on Cooley's limitations are also quite
enlightening:
'Cooley represented a limited constituency, with a limited 
history. His small town doctrine of human nature may . 
appear as archaic now as that of the philosophers, aristocrats, 
Greek culture ... the intelligent and gentlemanly Cooleyan 
symbolic of human nature - white, Anglo-Saxon, Protestant 
and Liberal - may no longer serve to build that controlling 
concensus which once constricted the specific genius of 
American culture.'
Insofar as Cooley's ideas, via Mead and the Symbolic Interactionists,
have influenced current theory and research on self-concept and
education generally and the self-concept of minority group
children in particular, It is interesting to note what these writers'
opinions were about the human nature as it exists in spcieties
other.than their own. It is very difficult .to find anything in
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the collection of Mead’s writing and lectures (1934, 1938)
which refer to Black Americans specifically, although he did
mention international relations and argued that it was possible
'to take the attitude of the other' when dealing with people
from different countries, especially in order to explain the Monroe
doctrine to them. He.also mentioned the League of Nations as
an example of the need for the social act to be extended to include
different kinds of actors as part of the democratic movement of
governments in contemporary society. It seems clear that Mead
believed in a 'common humanity' but he does not appear to state
this explicitly, or to deal with the contradictions to which such
a belief would have led to in the American society of his time. .
Like Dewey, Mead appears to have had a generalised and unquestioning
faith in 'Democracy' without questioning what meaning the term
must have for the different groups which comprise American society.
This separation of the ideas and theories of social psychology
from’history and politics is a feature which persists to this day,
enabling social scientists to write theories and undertake research
based on assumptions which have not been questioned at all. In
commenting on this feature, Tawney wrote (1922) that.:
'Social psychology continues too often to be. discussed in 
serene indifference to the categories of time and place ...
In reality, although inherited dispositions'may be constant 
from generation to generation, the system of valuations, 
preferences and ideals, the social environment within which 
individual character functions, is in the process of 
continuous change.....'
It is clear that Cooley saw 'self' as a cultural process. It is 
fair to ask, then, can these theories which have been, developed
in one culture be used without modification of any kind, with
people of another culture? Although he did not look at the
development of self-concept in minority groups, Cooley did
mention 'negroes1 on several occasions in his introductory
chapter on Heredity and, always, it seemed to me, in a derogatory
manner. He suggested that if in a Southern town there were 5,000
Whites and 2,000 'Negroes', then the 'Whites* would have to be
encouraged to breed.more and the 'Negroes* to breed less. In
discussing what features of 'human nature* cannot be altered
through education, he included 'stature, colour, shape of eyes,
differences of temperament, mental capacity or emotional gifts'.
He questioned whether these differences rendered the races (he
was comparing the Japanese and Americans) unable to live together.
He then went on:
'We do not know the answer to this question, though it is 
most important that we should. It is the same with the 
negro question. How far is the. present inferior condition 
of that race remedial by education and social improvement, 
how far is it a matter of germ-plasma, alterable only be 
selection? The whole white-negro problem hinges on this 
question.....'
As Cooley had earlier made reference to eugenics and to the Race
Improvement Movement and had also observed that:
'Many people are alarmed also by observing that the immigrant 
stocks in the Northern and Eastern states are multiplying 
faster than the native (by native he meant White Anglo-Saxon 
American, not Indians) stock and that negroes are kept ffom 
outrunning the whites only by their higher death rdtesV^
(my emphasis)
we should be in no doubt as to why Cooley would not have thought 
it important in his work on 'Human Nature and the Social Order* 
to consider how 'human nature' might develop differently in other
i" . .
social groups and what could be the impact on development of the
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1human nature1 of the dominant group of a class of people with 
whom they interacted daily and to whom the ’social order1 had 
ascribed an inferior status with elaborate codes and enormous 
obstacles designed to make sure that ’order’ was not disturbed.
Throughout all the sociological and psychological theory and 
research which followed Cooley and Mead’s work, their omissions 
have not been made good. Neither Rogers, Maslow, nor any of the 
phenomenological psychologists has> considered how the existence 
of minority groups could influence the self-concept or self-esteem 
of that group or of the majority group. Those sociologists who 
have carried out research on black self-concepts have used the 
methods developed within the majority population and have based 
their ’theories1 on the assumption of inferiority and self-hate.
It is my contention that self-concept research with black 
people has ignored the fact that black people outside Africa 
developed a culture of their own which enabled them to survive in 
a racist worldjthat this fact has been largely ignored by both 
black and white researchers on self-concept and race. That the 
idea that all or the majority of black people have internalized 
the negative view of. themselves as reflected in white society 
cannot stand up to close examination. Gergen and Gordon (1968) 
have shown in their research of self-concept that people will generally 
only accept comments and criticisms about themselves from a ’credible1 
source and that these comments and criticisms miist largely accord 
with views which the subject already holds about him/herself,
(
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whether they be negative or positive does not affect the outcome.
In this context, is white society a ’credible source* of 
information to the black child or adult? Would its views largely 
accord with the views blacks have of themselves?
I shall be discussing these questions later on in the report.
For the moment, let me quote from Laurence Levine:
’To argue ... that even in the midst of the brutalities 
and injustices of the antebellum and postbellum racial 
systems, black men and women were able to find the means 
to sustain a far greater degree of self-pride and group 
cohesion than the system they lived under ever intended 
for them to be able to do, is not to argue that the system 
was more benign than it has been pictured, but rather that 
human beings are more resilient, less malleable and able 
to.live without some sense of cultural cohesion, individual 
autonomy, and self-worth than a number of recent scholars 
have maintained.'
Laurence Levine (1977) looked at Folk Culture in order to gain
some idea of the Black Culture and Consciousness in America - I
want to look at other sources of information on Black Personality -
because I believe that during the time that social scientists
have been busy ’proving’ that black people have negative self-
images based on white stereotypes - blacks have been busy living in
accordance with their own ’world view'.
This view has been variously articulated:
1 by black intellectuals as Negritude
2 _ by radical activists as Black Power
3 by poor and dispossessed Jamaicans as the Rastafarian 
Faith.
I want to consider these ideas insofar as they contribute to an 
understanding of the self-concept of black children living and going 
to school in British society, today.
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At this point it seems necessary to establish the connection 
between Black Culture, self-concept and schooling. It has been 
clearly established in Chapter 1 that many practitioners and 
theoreticians on self-concept and education believe the school 
experience to be of crucial importance in the development of the 
child’s self-concept. At the same time, schools are also viewed 
as having the function Durkheim (1956) attributed, of transmitting 
cultural values. If a section of a society is culturally different, 
how can the school be true to all these ideals? i.e. how can it:
1 transmit the culture of the dominant group?
2 enhance the self-concept of the child and also
3 "promote in pupils respect for and more positive attitudes 
towards their own and other national ethnic groups" (Schools 
Council Project - Education for a Multi-Race Society, 1976).
We have also to remember that schools fulfil a vital economic role 
of selecting and 'processing' future workers (Bowles and Gintis, 
1976). The future of the majority of workers of West Indian origin 
now at school in this country (if they continue to live here) is 
one of low wages or unemployment, A recent article in the Guardian 
(21,10.77) estimated that over 60% of West Indian school-leavers 
would be unemployed: this-is the reality.
Durkheim claimed that each type of people has its own education 
which is appropriate to it and that this education is part of its 
social structure; thus education as a function of social structure 
would mirror the overall arrangements of the total social structure. 
If, therefore, that social structure includes within it groups
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which are discriminated against and ascribed inferior roles and status - 
it( seems clear that the formal education system will reflect this 
arrangement. There are those, especially in the area of 1Race Relations1 
who view the role of schooling optimistically, and regard formal 
education as determining, rather than determined by the social structure. 
The work of Stenhouse (1970, 1975) for example and the ill-fated N.F.E.R. 
project belong to these schools of thought.
However, schools operate against a historical background and social 
facts which cannot be ignored. As we examine the ideas of Black 
Consciousness, Negritude, Black Power and the beliefs of the Rasta­
farians, we must not forget the historical background against which these 
developments occurred. The West Indian historian,Walter Rodney, in the 
conversations with his ’brothers1. (The Groundings with my Brothers, 1975) 
described the black experience in these words:
’Now we have gone through a historical experience *.. by 
all accounts we should have been wiped out... The documents 
are there. White slave masters used to conduct a discussion.
They said, look we have some blacks, what do we do with them?
Is it better to let them grow old and work for us over an 
extended period of time or work him so hard and let him die 
and buy a fresh slave? And the concensus of opinion was this: 
take a prime African black, work him to death for five years 
and you make a profit. ..... We survived ... the Black 
people in the West Indies have produced all that we have ...
Black people who have suffered all these years create.*
W.Rodney
It is suggested that an important part of that survival was the develop­
ment of a positive sense of self mediated through a form of language 
to which the elite had little access and no control, of religion, 
literature, music, that is to say, a culture. To understand the self- 
concept of West Indians and their children living in Britain today and 
how they see themselves in'relation to British social institutions - 
schools - it is necessary to have some appreciation of the meaning of
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this culture and its relationship to black self-concept. This 
issue highlights an important and vital part of this thesis and is 
one to which we shall return again and again.
r
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2.2 BLACK CULTURE AND SELF-CONCEPT 
Introduction
Nobles (1973) has drawn attention to the fact that all American 
and British theories which seek to explain the development of 
self-concept in human beings are grounded in Western philosophical 
tradition which ignores the explanations derived from other 
cultures and in particular African culture. Since much of the 
research and writings on self-concept since the I960's have, 
in America and increasingly in Britain, included studies of 
black self-concept, it would seem important to look at some of 
the recent social, political and religious movements within black 
society which have a direct bearing on this subject.
1. Black Culture and Consciousness
'...Culture is more than the sum total of institutions 
and language. It is expressed as well by something which 
the anthropologist, Robert Redfield, has called 'style of 
life' ... This argument applies with special force to the 
West African cultures from which so many slaves come.
Though they varied widely in language, institutions, gods 
and the familial patterns, they shared a fundamental 
outlook towards the past, present and future and common 
. means of cultural expression which could well have 
contributed the basis of a sense of identity and a world 
view capable of withstanding the impact of slavery.'
Laurence Levine (1977)
Africanity and Self-Conception
Wade Nobles (1973) in his criticism of theory and research on 
Black Self-Concept, suggested that the African and people of 
African descent place a totally different emphasis on self- 
conceiving of the self as coming into being as a consequence of 
the groups being. He contrasts this with the Western orientation 
which mainly views the group as depending on individual ingression.
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He says: (author*s emphases)
'The African world-view suggests that "I am because 
we are and because we are, therefore I am": in so 
emphasising this view it makes no real distinction 
between self and others. They are in a sense one and 
the same: "One’s being is the group’s being, one’s 
self is the ’self of one's people ", one's being 
is the "we" instead of the "I-". One’s self-identity 
is therefore always a people identity, or what could 
be called an extended identity or extended self.’
Accordingly he suggests, the African world view requires that ' 
when focussing on the self, one should not be bound ’to the 
examination of distinct, separate individuals but,rather, one 
should examine the dynamics of the ’we’ or the feelings.of 
belonging to as well as being the ’group’.’ He feels that, unlike 
Western conceptions which examine independent and individual 
selves, research involving African world-view cannot make a 
critical distinction between self (I) and one's people (We).
He argues that it is not necessary to make an explicit distinction 
between Western (white) and African (black) conceptions of self 
but simply to note that many, if not most, peoples of African 
descent, living in America, operate in everyday life from an 
African perspective. He- cites Billingsley (1968), Dubois (1908), 
Herskovits (1975) which stresses the existence of an extended 
self. "That is to say, the African self is one’s people or tribe: 
the two - oneself and one’s people - are more than simply inter­
related, they are one and the same."
Even before Levine (1977), massive historical study of Black 
Culture and Consciousness in which he reviewed black culture as 
reflected in 'Folk Thought’ and from which I have already quoted
(Introduction) other scholars, notably the French historian
Roger Bastide (1971) who had already noted that persistence
of African thought and culture amongst people of African descent
in the Caribbean and the Americas. The Jamaican social
anthropologist, M.G.Smith, has also documented this in his
studies of various Caribbean communities:
'It is of crucial importance to establish the existence 
of a separate black culture amongst Africans living in 
the new world: this culture, whether it is seen as the 
residue of the original African culture or as a mixture 
of the Afro/American, Afro/Caribbean or Afro/Latin 
American, hardly matters: what matters is the acceptance 
. of the idea of a distinctive African world-view* a way 
of thinking, or regarding oneself and one’s people 
which is different from people of other cultures.'
Smith (1965)
Those American writers who gave birth to the traditional view
of black Americans and who have influenced all British work in
this area, took the view that blacks had no culture worth
speaking of, including Myrdal (1946):
'In practically all its divergences, American Negro 
culture is not something independent of general American 
culture. It is a distorted development, or a pathological 
condition, of the general American culture.'
The research and literature on black self-concept both in America
and in Britain (although this has been-up to now a small area
of study) reflects this view of black people as marginal, without
culture, obsessed with being something other than themselves
(most usually being white), pathologically accepting other people'
negative views of themselves as realistic, even though, as
Gordon & Gergen (1968) have convincingly demonstrated, most
people will only accept credible sources as realistic reflections
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of their own self-concept. These researches will be examined
in more detail in a later chapter. I want to close this
discussion of Black Culture and Consciousness with a further
quotation from Laurence Levine's study of black American culture;
in the introduction he wrote:
'This book may dismay some, because it abandons the 
popular formula which has rendered black history an 
unending round of degradation and pathology. The 
familiar urge to see in heroes only virtue and in 
villains only malice has an analogue in the desire to
see in the oppressed only unrelieved suffering and
impotence. The ideal construct - the pure victim - 
is no more convincing by what we know of hupian psychology 
and history than the ideals of pure hero or villain.1
It is central to this thesis that one must attempt to understand
and take account of peoples’ definition of their own world.
This, if you like, is the phenomenological part, and includes a
concern with the history, culture and contemporary experience of
West Indians living in Britain. But that is only one part
we have then to consider the constraints on the actors, and one
of the main constraints for the black child is living in a society
which sees his culture as non-existent or, at best, inferior.
Note the Working Draft of the NFER/Schools Council Project - 
Education for a Multiracial Society:
Criteria for the selection of learning experiences,
2 Other cultures and nations have their own validity and
should be described in their own terms. Wherever possible, 
they should be allowed to speak for themselves and not 
be judged against British or European norms; AND
’ 5 Because people and cultures of African descent have been 
undervalued by Western writers and historians, it is 
reasonable to correct this imbalance by showing black 
characters in positive roles and by selecting for study 
a variety of African societies.
Schools Council Publications, 1974
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It seems, then, that the N.F.E.R. and the Schools Council 
are charging schools with restoring the imbalances which have 
existed in Western Society for centuries. The admission that 
'Western writers and historians’ have undervalued African cultures 
is welcomed - but is it realistic to expect schools to change 
this? It has been the purpose of this discussion on Black Culture 
and Consciousness to argue that, whether undervalued or ignored 
by Western historians and social scientists, African culture 
survived and still survives and that part of that survival has 
been the development of different criteria for self-evaluation 
and a process for the development of self-concept which stressed 
the group, what Nobles termed the "we" far more than European 
or Anglo-Saxon Americans do. This development is carried to its 
logical conclusion by the Rastafarian use of the term "I and I" 
for "We": true ’Bretheren’ grass roots Rastas never say "we" 
because "we" is part of "I" and thus "we", the other part of "I", 
does not exist as a separate entity but is "I" and "I". Of course 
this is only in regard to people within the Rasta community itself. 
We shall be considering the Rastafarian religion in greater 
depth later in this chapter, as it is of particular significance 
to a consideration of black self-concept, culture and schooling in 
Britain today.
2. Negritude - the belief in a distinctive ’African personality’ 
The concept of Negritude first arose in the West Indies in 
Haiti; it was basically a reassessment by a small group of black
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writers and poets of their African heritage. "The African 
Personality or Negritude: the distinction is unimportant. Each 
concept involves the other.” Mphahlele (1974).
The African Image
Negritude claims the whole of the black world; historically it 
laid emphasis on the arts - the great names in Negritude writings 
are poets: Leopold Senghor (born 1906); Aime A.Cesaire (born 1913) 
and the writings of the West Indian novelists Rene Maran and 
Leon Damas (born 1912).
Background
Negritude was foreshadowed by the Harlem Renaissance of the 1920’s
in the United States: the Harlem Renaissance is the term used to
describe the following of poetry and arts which took place amongst
blacks at that time. The works of these writers were known to
Senghor and Cesaire and exerted great influence on them.
'In France as well as in Germany, before the close of 
the Negro Renaissance, Harlem's poets were already being 
translated. Leopold Sidar Senghor of Sengal and Cesaire 
of Martinique, the great poets of Negritude, while still 
students at the Sorbonne, had read the Harlem poets and 
felt a bond between themselves and us... The Harlem poets 
and novelists of the 'twenties became an influence in 
far-away Africa and the West Indies - an influence till 
today in the literature of black men and women there.
To us, 'negritude' was an unknown word, but certainly pride 
of heritage and consciousness of race was ingrained in us.'
The 20s Harlem and its Negritude 
Langston Hughes (1966).
The most important concept to grasp about negritude is that it was
international - it is an idea about black African personality and
culture which involves people of African descent everywhere. It
never made an impact beyond narrow intellectual circles, black
and white; it could be seen as the philosophy aim of the cultural
nationalism movement which began with Du Bois, American, had
Marcus Garvey, Jamaican, as one of its most eloquent prophets, 
included the West Indians George Padmore and Edward Blyden, 
who first spoke about the "African Personality" in a lecture 
delivered in Sierra Leone in 1893• •
The •Negritude* movement is important mainly as an historical 
landmark* It was a black intellectual movement aimed at asserting 
African values and culture and insisting on the existence of 
distinct and unique African personality* . Critics of Negritude 
include many contemporary African writer, Mphahlele for example, 
who accuse the Negritude writers and poets of romanticising the 
African personality and of giving credence to *the noble savage* 
estimation of blacks by their unwillingness to see the *whole* 
person, faults and shortcomings included* The Senegalese novelist, 
Senbane Qusmane (1962) has dismissed Negritude as an intellectual 
abstraction with no relevance to the mass of African people: 
"Negritude neither feeds the hungry nor builds roads"* But 
Senghor writes:
•Negritude is the cultural heritage, the values - and
above all the *spirit* of Negro-African civilisation**
Senghor (1967)
The central core of negritude doctrine and belief in African 
personality rests on the belief in the cultural unity of all black 
people, Africans, Afro-American and Caribbean blacks alike*
Cesaire has written time and time again (1945» 1956, 1-964-) that, 
the black West Indian, despite the traumatic experience of 
transportation, slavery and the manifold forms of enforced 
acculturation,.- remains, , in his innermost being, an African, an
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African who has 're-interpreted1 his ancestral culture in the 
light of a radically different socio-economic situation. He . 
does not deny the influence of slavery and of Colonialism upon 
. the culture and personality of the black West Indian, indeed 
the whole negritude movement was in part a defence against the 
attack of colonialism and colonial cultures upon the 'authentic' 
African personality.
The fact is that Negritude never set out to feed the hungry 
or to build roads - it was basically a cultural movement, stating 
truths it felt needed to be stated. It had the shortcomings of 
its time and place but stilly for all that, it exerted great 
influence on black writers and thinkers of the time and as, at 
least, a counterbalance to the all-prevailing colonial culture, 
it fulfilled a necessary task. Certainly many of the slogans of 
contemporary blacks, including the defiant 'Black is Beautiful', 
have echoes of the poems of Senghor which glorify blackness and 
black beauty.
3. Black Identity and Black Power
'The Head said that several children in the school talked 
about Black Power and Black Identity, but they were just 
making noises. I asked if their parents could sustain this 
attitude as much as white parents who had anti-black 
feelings could amongst their children. She felt to some 
extent that black parents coujd, "providing that black 
children go on being disadvantaged as they get older, then 
this is just adding fuel to the Black Power fire".'
R.Giles (1977)
'The English "model" and ways can still play an important 
part in West Indian psychology, and this can lead to 
rejection of all that is West Indian. Such rejection has 
also been.enhanced,t in the past, by the use in West Indian 
schools of material which emphasises the 'white' image; 
portraying white heroes and generally glorifying a light 
coloured skin. Conversely ... a dark skin is deemed to be
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of inferior status'
D.Hill (1967)
Like negritude, the concept of Black Power also had an inter­
national or pan-African flavour from its beginnings. Unlike 
negritude, it was, to begin with, a particularly American response 
to, particular racial, economic and social problems. Of the 
phrase 'Black Power', Martin Luther King (1966) said:
'The phrase had been used long before by Richard Wright 
and others, but never until that night had it been used 
in the Civil Rights. Movement.'
'That night' referred to the occasion in June 1966 when, during
a Civil Rights march, Stokely Carmichael, then Chairman of the
SNCC (Student Non-Violent Co-ordinating Committee) raised the cry,
"We want Black Power".
Stokely Carmichael and Charles Hamilton (1967) in their book 
'Black Power', defined Black Power as the means whereby black 
people will 'exercise control over our lives, politically, 
economically and psychologically... We blacks must respond in 
our own way, on our own terms, in a manner which fits our 
temperament. The definition of ourselves, the roles we pursue, 
the goals we seek are our own responsibility.'
Black Power became, as it were, the political arm of negritude, 
the means whereby the 'African personality', unique and distinctive', 
would make its presence ,felt. It is clear that Carmichael accepts 
the basic ideas of negritude.:
f
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'We are an African people, with an African ideology, 
we are wandering in the United States, we are going 
to build a concept of people in this country or there 
will be no country.’
And again:
’It seems also that the motherland has a responsibility 
to safeguard the humanity of Africans where they live 
. outside Africa. They also need cultural organisations 
that will begin to revive and place the culture of the 
African back on the pedestal where it belongs.’
This demand for 'cultural organisations that will begin to revive
and place the culture of Africa back on the pedestal where it
belongs' was one of the major influences of black power on the
educational institutions of America, where in schools and colleges
throughout the land students began first to demand courses in
African History and Culture and then Afro-American courses and finally
Black Studies’ courses. The demand for culturally relevant education
for black students and school children spring directly from the
Black Power movement and ideology as outlined and developed by
Carmichael, Hamilton, Newton etc, as outlined in the Black Power
Manifesto of 1967.
To recapitulate, we started our analysis off with the mainly 
intellectual movement of Negritude which idealised and romanticised 
the African and asserted a belief in an ’authentic’, unique 'African 
personality’. This lasted until the mid-fifties and was never a 
popular movement in any sense of the word, but it was a pan-African 
movement and involved people of African descent in the New>. and 
Old worlds of America, the Caribbean and Africa. We have now 
moved on to consider the contribution of the Black Power ideology
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to the Black Consciousness movement. Again, like Negritude,
Black Power is international - it identified Afro-Americans and 
others in the New World as 'wanderers’. African people living 
in a colonial type situation in societies which seek to oppress 
and dehumanise them. It appealed to all people of African descent 
to unite in fighting common oppression. Unlike Negritude, Black 
Power was always an activist movement appealing for people to take 
action to re-define their position and to develop alternative forms 
of resistance to colonialism. .
Although Negritude started in France and Black Power in America -
the fact is, the West Indians or people of West Indian origin
from the French or British West Indies have made major contributions 
to both the intellectual doctrines of Negritude and to the Black 
Power ideology, and it therefore makes sense that Black Power 
ideology should have exerted influence on Caribbean people living 
in Britain. It is most.important at this point to establish that 
the connection exists - for many West Indian families in London, 
America is not a remote place - many people have relatives living 
there. Until the United States brought in restrictive immigration 
laws in the 1950's, the United States was the place most West 
Indians emigrated to - within the black community in London contact 
with America through visits to relatives, letters and literature 
is a continuing feature of life. Movement has always been a feature
of Caribbean life and people accept this with.its benefits and
limitations.
As shown in the quotation from Raymond Giles' recent book, 
the ideas of Black Power carry some force amongst black school
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children in London schools. Whether they are 1 just noises’ 
or whether they have become something more significant is an 
issue which cannot be ignored. David Hill (.1976) has written a 
guide for teachers in multi-racial schools and in it he put 
forward the received wisdom on black non-identity, blacks love 
white, blacks hate black - his solution is a multi-racial curriculum 
which teachers respect for one's own culture and for other people. 
Yet, by his completely ignoring West Indian cultural forms which 
speak clearly and with pride of a black identity, he does not 
exactly set a good example in the movement towards respect for 
other people’s culture.
However the form West Indian cultural identity has chosen to 
express itself and which is of the most contemporary importance for 
schools is the development of the Rastafarian Religion and social 
movement amongst black youths in this country in the past ten years 
and we turn now to consider the significance of this movement for 
black self-concept debate.
4. Rastafarian Religion
'By the rivers of Babylon, there we sat down, yea, we wept, 
when we remembered Zion. For they that carried us away 
captive required of us a song; and they that wasted us, 
required of us mirth, saying, sing us one of the songs of 
Zion. How shall we sing the Lord's song in a strange land?'
Psalm 137
Background
Black Moses: Garvey and the Return to Africa Movement 
Garveyism was another branch of the Pan-African, movement which 
included Negritude; it was started by Marcus Garvey (1888-1940), 
a black Jamaican, who preached that Africa was the homeland of all
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black people and that black people could only get justice and 
freedom when we return to Africa. Garvey has been made a national 
hero in Jamaica and he is a central figure amongst black people 
in the Caribbean and America who are part of the black consciousness 
movement.
Although Garvey was not a Rastafarian, in fact he appeared
not to be very religious. He wrote: (Cronon, 1955)
’Black men the world over must practise one faith, that 
of confidence in themselves, with: one Cause I one Goal ! 
one Destiny I Let no religious scruples, no political 
mechanization divide us, but let us hold together under all 
climes and in every country; making among ourselves a 
RACIAL Empire upon which the sun shall never set.f
Garvey’s dreams never came true and he died in obscurity in London
in 1940. However, the seeds of his ideas had taken root amongst
the poor people of Kingston, Jamaica. For Garvey, unlike the
intellectuals and others of the Negritude and Pan-African movement
actually went amongst the poor people and preached about black pride,
return to Africa as the homeland of the black race. He founded the
Universal Negro Improvement Society in America and the Black Star
Line which he intended to use to transport people back to Africa.
For the Rastafarian brethren, Garvey is a major prophet - he 
is reported to have said: 'Look to Africa, when a black king shall 
be crowned for the day of deliverance is near’ and to have 
prophesied the redemption of the African people in the I960’s.
Smith, A&gier and Nettleford (I960),.
Arising out of Marcus Garvey’s insistence that black people 
should look to Africa for redemption and in particular the prophecy 
that the crowning of a king would mark the beginning of the new
era, the people in the ghettoes and shanty towns of Kingston
going back to their Bibles to find a basis for this belief and
found it in Revelation 2:
’And I saw a strong Angel proclaiming in a loud voice,
"Who is worthy to open the book, and to loose the seal 
thereof?" ... And one of the elders saith unto me,
"Weep not, behold the Lion of Judah, the root of David, 
hath prevailed to open the book and to loose the spirits 
of God sent forth into all the earth."
This marked the beginning of the Rastafarian Religion in Kingston,
Jamaica.
S tructure of beliefs of the Rastafarian Religion
(a) Haile Salassie is the reincarnation of Christ
(b) Marcus Garvey was the Prophet sent like Moses to lead the
sojourners back, but his task is unfinished.
(c) The black man is the re-incarnated ancient Israelite who at 
the hand of the white man has been exiled to Jamaica.
(d) Repatriation to Africa is inevitable and is the only way of 
redemption for the Western black man.
(e) Jamaica, the land of their birth, is Babylon (Babylon means 
evil).
(f) The soul of the Rastafarian is present in all blacks - it is 
simply a matter of self-discovery.
(g) It is a sin for a black woman to straighten her hair.
(h) It is a sin to practise witchcraft.
Practice
Drawing on the essential belief system, the Rastafarian brethren 
maintain a strict code of practice as a way of living out their 
faith. The essential code of practice includes:
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1 Correction of all ways of life which they consider to be alien 
or non-African.
2 Members practise a code of ethics based on the notion of Peace 
and Love. (A common fraternal greeting when meeting or 
departing are the words "Peace and Love".)
3 Adherents of the faith do not believe in the practice of birth 
control; this they hold is a form of genocide.
4 Material possessions are considered superfluous and not vital 
to life.
5 Family life. Christian marriage is considered to be a part of 
European culture with no meaning for the black man -Barnett (1967). 
Though the woman holds a subordinate position in family life,
she is regarded very highly and known by. the male as his African 
Queen or "Rasta Queen" in a faithful, concubinage relationship.
6 Although Rastafarian Brethren subjugate material possessions, 
they hold highly moral standards of family life and child care.
7 Work is good, but alienated labour is simply a perpetuation of 
slavery,
8 Pork and shell-fish are forbidden; so is alcohol.
9 Only I-tal food, that is, naturally grown food, is eaten by 
devout brethren.
10 Most Rastafarian youths wear the Ethiopian colours of red, 
green and gold on the head and as scarves.
I am indebted to Len Garrison (1977) for this summary..of Rastafarian
beliefs and practice.
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On 30th November 1930, Ras Tafari, Regent to the Throne of 
Ethiopia, was crowned King of Kings, Lord of Lords, Elect of God, 
Emperor of Ethiopia, by the Patriarch of the Ethiopian Orthodox 
Church. This was seen by Garvey’s followers in Kingston as a 
fulfilment of his prophecy, Haile Selassie was seen as the second 
Christ, a Black Messiah who would lead his people to freedom. It 
was after this that the Rastafarian religion really took root in . 
Jamaica and it has developed slowly ever since, to the point at 
which its followers and adherents include all sections of the 
community. It is the only really indigenous religion, faith and 
sect in the Caribbean, beginning in the slums and shanty towns 
it has spread through Jamaica and the Caribbean and also to England 
where it is finding an increasing band of supporters amongst young 
people.
Rastafarians in England
Babylon
'Babylon’s patrolling the street,
Always squatting at a nigger’s feet,
You try to fight back.
But you're outnumbered,
Cause they bring the fleet,
The. day will come when we'll be strong,
To fight the Babylon back.
Rise up you niggers and face the facts 
You'll always be harrassed because
you're black.' Janet Morris (July 1975)
This poem, written by a black London schoolgirl, caused great
offence to the police, who are, of course, 'the babylon' referred
to. The poem is an illustration of Rasta thinking and influence on
black youth in England. It has been harnessed as part of an
alternative culture, a political protest movement, a musical,
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poetic art form, a language which speaks of black experience, 
in exile, and looks forward to redemption and return to Mother 
Africa. Len Garrison in 'The Rastafarians: journey out of Exile'
(1976) has analysed the use of Reggae music as a call to the 
dispossessed black youth (in Jamaica, or London, or Birmingham) 
to seek spiritual and cultural Salvation within their African 
consciousness.
To many young black people born in Britain the Rastafarians' 
religious and social movement offers them an alternative to the 
dispossessed, marginal, alienated non-status position offered by 
the dominant white society. It represents a total rejection of 
white social values and way of life. Barry Troyna (1977) at the 
Centre for Mass Communication Research at Leicester University, 
has investigated the patterns of friendships and the leisure 
pursuits of third- and fourth-year boys in two areas of Leicester 
and Tottenham. A questionnaire was used to determine media use, 
peer group and leisure activities. He found that there were more 
ethnic friendships in the upper streams than in the lower streams. 
Amongst West Indian subjects, interest in Reggae music was seen as 
evidence of a growing political awareness in young blacks - 
'following the sound’ and travelling outside their areas to get 
records of the music being a major preoccupation of the group. 
Troyna comments:
'The language of reggae has been transferred to a situation
here of policemen being "weakhearts" and "Babylon".'
The poem of Janet Morris quoted- earlier, which caused such offence 
to the Metropolitan Commissioner of Police, also clearly reflects
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this view of society, as does the reggae song of Junior Curveh -
Police and Thieves, which reflects black bitterness against the
police and general discontent. Dick Hebdige (1975) in Reggae,
Rastas and Rudies , has provided a most penetrating analysis of
the development of the Rastas faith and reggae music and its
significance for black culture. He argued that the movement is
a displacement of material problems on to a spiritual plane and
that, given the fact that Christianity still permeates the West
Indian imagination, it was natural that the Misplacement1 should
take a religious form. He writes:
■'Christianity still permeates the West Indian imagination, 
and Biblical mythology continues to dominate, but at 
certain given points in the social structure (namely 
amongst the unemployed, young and deviant adult population) 
this mythology has been turned back upon itself so that the 
declared ascendancy of the Judaeo-Christian culture 
(with its emphasis on work and repression) can be 
seriously scrutinised and ultimately rejected. Instrumental 
in this symbolic reversal were the Rastafarians.'
He continued:
'The Rastafarians believed that the exiled Emperor,
Haile Selassie of Ethiopia, was God and that his accession 
to the Ethiopian throne fulfills -the prophecy made by 
Marcus Garvey - "Look to Africa, for the day of Deliverance 
is near".'
But the religious milieu in which Rastafarianism was evolved 
demanded a specifically Biblical mythology and this mythology 
had to be re-appropriated and made to serve a different set of 
cultural needs, just as the "Protestant Ethic" in Western Europe 
had performed its own re-appropriation of the original Judaeo-form. 
By a dialectical process of redefinition, the Scriptures, which 
had constantly absorbed and deflected the revolutionary potential 
of the Jamaican black, were used to locate that potential, to
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negate the Judaeo-Christian culture. Or, in the more concise 
idiom of the Jamaican street-boys, the Bible was taken, read 
and "flung back rude".
I want to discuss the implications of the Rastafarian religion 
and social movements amongst young blacks in Britain at a later 
stage in this report. For the present, my main concern has been 
to establish that an alternative view of black culture and self- 
concept exists (and I would argue has always existed) within 
contemporary society and that this phenomenon has been completely 
ignored by social scientists in writings on black children, self- 
concept and research.
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2.3 RESEARCH ON BLACK SELF-CONCEPT 
Review of Research
1 American
2 British
*... The plain and simple fact is that black people, 
as a people, have not been taken seriously by social 
scientists. Consequently, the institutional life of 
black people has been generally ignored. We have 
observed elsewhere that when black people have been 
the object of analysis by white social scientists, it 
has been mainly race relations, that is. to say, the 
relations between white and black people, rather than 
the nature of the life of black ueoplq which has been 
at tne centre or their interest. The ethnocentrism 
reflected in this behaviour syndrome is as pervasive 
as it is regrettable.
Nathan Hare (1973)
Black Families and White Social Science
Wylie*s (1961) review and evaluations of self-concept research 
did not include one study of black self-concept. Her most 
recent work (Wylie, 1976) mentioned twelve studies which appeared 
to be connected with black self-concept out of a total of some 
1,134 studies reviewed.
The tradition in American research has been to assume the 
existence of negative self-concept and poor self-esteem in black 
people. It was believed that since self-concept developed out of 
experience and since the black experience in America was one of 
emasculation and dehumanisation then, inevitably, this would lead 
to group hatred and rejection and thence to self-hatred and 
rejection. The work of Monynihan (1965), Radkhe et .al (1953), Clark 
and Clark (1947) and Radkhe and Trager (1950) all appear to
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confirm this view. Franklyn Frazier (.1957) and Nathan Hare (19^5) 
extensively discussed the pathology of the black middle class 
associated with that group’s rejection of their hlack caste status.
Bruce Hare has observed that:
’Investigations of black self-concept and self-esteem have 
traditionally assumed that every aspect of black life is a 
reflection of the group’s castle-like position, and that 
Black Americans are incapable of rejecting the negative 
images of themselves as perpetuated by the dominant white 
society.*
Amongst the earliest pieces of research which established the 
belief in black self-hate and self-rejection was the Boll Study 
(Clark and Clark, 1947) which found that a large proportion of 
black children, when faced with a choice of a black or a white 
doll, preferred a white doll and frequently identified a white 
doll as being similar to themselves. The reliability of the degree 
of mis-identification produced in the Clark study (where 33% of the 
children in response to the request: "Give me the doll which looks . 
most like you" picked the white doll) has been challenged by 
Greenwall and Oppenheim (1968) who increased the range of choice 
by adding a light brown doll and found that only 15% of c hildren 
mis-identified.
The American research on black self-concept and self-esteem ' 
has been adequately reviewed by Coopersrnith (1975 )• It seems 
important to establish that severe criticisms of the content, 
methods and conclusions of research on black self-concept have 
been widely expressed by sociologists and social-psychologists 
as Coopersmith’s summary documents.
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Writing on the Self-Esteem of the Black Child, Coopersmith
(1975) observed that:
1On the basis of the common view of Negro life in America 
there are many reasons to believe that the black child 
would have low self-esteem. He is, after all, a member 
of a group that has a minority status in American society 
and has suffered frequent insult, discrimination and 
rejection. For many, if not most, Blacks there are only 
limited opportunities to gain the economic security and 
physical comforts that they see widespread in the broader 
white society. Lack of status, economic insecurity, 
social isolation, public disrespect and limited horizons 
are the hallmarks of black life in America, and all of 
these conditions presumably lead to personal feelings of 
powerlessness, rejection and isolation. If ever conditions 
existed that would produce low self-esteem they presumably 
occur in the life of the American Black.1
He went on:
1While the preceding description corresponds with what we, 
know of the ‘black experience * in America it is based more 
on logical grounds than.on a direct assessment of black 
attitudes, beliefs and self-esteem. In a very real sense 
much of what has been written about black self-esteem is 
based on inferences made by white psychologists concerned 
with suffering and human.dignity and willing to accept 
those inferences without direct investigation. Viewed in 
historical perspective the direct examination of black 
self-esteem is a very recent event and almost all of the 
studies before 196O were descriptive and impressionistic 
in nature• * ' ' •
He quoted Kardiner and Overseyf s conclusions on the personality
of the American Negro (Kardiner and Oversey, 1951 )» which state
that the Negro*s ‘self-esteem suffers because he is constantly ‘
receiving an unpleasant image of himself from the behaviour of
others towards him.1 Coopersmith then referred to Pettigrew*s
summary of knowledge (1964) regarding the personality of the
American Negro reaches similar conclusions to those of Kardiner
and Ovesey. He concludes that ‘the personality consequences
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of this situation can.be devastating - confusion of self-identity, 
lowered self-esteem, perceptions of the world as a hostile place 
and serious sex-role conflicts.1 He continued:
MATERIAL REDACTED AT REQUEST OF UNIVERSITY
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In addition to these impressionistic findings, we have 
several studies which reveal the black child*s preference 
for dolls and playmates with light skin colour (e.g. Clark 
1947; Radke and Trager, 1950). These preferences presumably 
reveal that black children employ standards of beauty that are 
espoused by white society. By accepting those standards and 
judging himself accordingly, the black child comes to make 
negative appraisals of blacks in general and himself in 
particular. One consequence of adopting these standards is 
that lighter skin colour, straight hair and a narrow nose are 
preferred characteristics, i.e. features associated with 
whiteness are likely to be regarded as more attractive than 
the dark colour, wiry hair and broad nose associated with 
blackness.
"Given a.choice, over two-thirds of black children will prefer 
a light-skinned doll over a doll with dark skin colour,"
Clark, 1947
While these studies in skin colour preference and impressionistic 
reports of the consequences of Negro life in America strongly 
suggest that black children have lower self-esteem, there is 
increasingly empirical evidence that there is little, if any, 
difference between the self-esteem of children from different 
racial and ethnic groups. In my own first study comparing the 
self-esteem of black and white children I found no differences 
between the two groups but concluded that my sample may have 
been non-representative (Coopersmith, 1969). When same lack 
of differences in the esteem of white and black children 
recurred in two subsequent samples I began to suspect that 
another "obvious truth" was open to question. Since that time, 
employing the same Self-Esteem Inventory I used, several other 
investigators have recorded either very small or no differences 
between the self-esteem of black, Chicano, Indian, Puerto Rican 
and white children (Bates, 1972; Hepner, 1973; McCurtry, 1970; 
Soares and Soares, 1969; Trowbridge, 1970). In an independent 
evaluation of other data on the issue of black self-esteem, 
Rosenberg (1973) reports that another dozen studies which also 
find minimal or no differences between the self-esteem of black 
and white children. From the available evidence it would appear 
that either the self-esteem of the black child has increased 
markedly in the past decade or that the inferences gained from 
observation of 'the black experience* are discordant with and 
unsupported by more direct evaluation.
TABLE 1 (Coopersmith, 1975)
SELF-ESTEEM OF GRADE SCHOOL BLACK, CHICANO, INDIAN 
AND WHITE CHILDREN
(AS MEASURED BY SELF-ESTEEM INVENTORY)
Minority Control
N Mean N Mean
Black
(Coopersmith
1969)
107 67.8 121 65.8
Disadvantaged 
(Black, White 
and Chicano) 
(Hepner, 1973)
313 65.9 • - . -
Indian 69 56.3 222 61.7
Lower Socio- 
Economic 
( Trowbridge 
1970)
1,662 74.1 2,127 68.4
Chicano 
(Owens and 
Gustafson 1971)
95 61.8 56 64.4
75
Coopersmith continues with the idea that logic and intuition would 
lead us to expect differences to exist between black and white self­
esteem. He suggests four possible reactions to the evidence that 
differences do not exist:
1 Previous reports of lower black self-esteem were inferential 
rather than empirically based. This position he says has strong 
support from direct studies of black self-esteem.
2 A recent development reflecting changes in the socio-economic 
and political life of America including marked improvement in the 
life of Black Americans.
3 Test results reflect the limitations of test instruments in that 
these tests may not detect defensiveness, response sets and nuances 
of meaning particularly and specifically related to racial 
affiliation.
4 The fourth possibility is to see the self-reported lack of 
difference between black and white self-esteem as ’valid' ... 
accepting that similar levels of self-esteem may stem from 
different individuals and groups.
Having decided to adopt the fourth position, that is, to see self-
• ^ • -
reported normal self-esteem of blacks as valid, Coopersmith goes on
to consider the concept of ’psychological defences’: these defences
may be conscious or unconscious (Freud, 1953-1954) and may involve
strategies of coping or evasion. He suggests that it is important
to know what part ’defence’ plays in personal response style: ’If
we speak of defence then something must be defended ... If we speak
of threat, then what is being threatened ... if we speak of pain, then
what is being injured?'... His reply is that defence is to protect
our ’self-image'.
’The threat ... is to the self-image we hold of ourselves 
and the pain is an expression of the disparity between that 
image and the events we experience in our private thoughts 
and public actions.’
Coopersmith
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It is clear then that whilst accepting normal or high self-esteem 
scores in blacks as ’valid1, Coopersmith sees this not as part of 
a dynamic historical process, but as psychological defence mechanism: 
to avoid pain. Therein lies the difference between a creative and 
a reactive response to the same structural conditions.
Pettigrew (1964) postulated that the ’real tragedy’ of the Negro 
is that, having been forced to play the servile, passive, inferior 
role, he came to believe it as a reflection of his self-image. He 
argued that black Americans internalised the negative views which 
the dominant society holds of them, so that in the end they themselves 
came to be as they were thought to be,
Deutsch (1960) alsp lent support to the view that black self- 
concept suffered from a negative attitude; he suggested that Negro 
children generally had more negative self-concept and were more 
morose, more passive, and more fearful than their white school mates. 
Rainwater (1966) focussed on the Negro family’s central role in 
transmitting values and attitudes of and towards society. He believed 
that the life patterns of the Negro as the*crucible of identity* 
mean that black lower class children develop strategies for coping 
which work against their own long-term interest.
Pettigrew, Deutsch and Rainwater bring to their analysis of black 
identity and self-concept a narrow, culturally-bound, ethnocentric 
approach which characterises writing and research in this area.
\v'*
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In his review of the research on race and self-concept in 
children, Zirkel (1973) noted that although earlier studies had 
purported to show that blacks had negative self-concept, recent 
(post 1960’s) research increasingly demonstrated that ’there is no 
significant difference between the self-concept of Negro and white 
students’ and that there is even some evidence that ’the self- 
concept of Negro children may surpasstthose of their white counter­
parts’. Responses to these findings have included (McDill et al 
1966) seeing high self-esteem on the part of blacks as a ’defence 
mechanism’ against discrimination. Rosenberg and Simmons (1974) 
also used the theory of ’defence* and ’inflation mechanisms’ to 
explain why there was only a small difference in black self-esteem 
scores of academically unsuccessful and academically successful 
black school children.
. * * • ,
Reference Group Theory ~
Social scientists have found another possible and plausible explanation 
of positive black self-concept in Reference Group Theory, which 
explains differential evaluation not as a form of compensation or 
defence but simply as a consequence of a different value system which 
takes as its point of reference not (as in the Rosenberg study) the: 
school or the teachers’ evaluation of oneself or more generally the 
’dominant’ society’s view of oneself but that of the group to which 
one belongs.
78
■ In such a system, for example, the value of academic 
achievement may decrease in weight, even while the 
function of values such as street competency, capacity 
to supplement the household, and the capacity to assume 
aspects of adult roles at early ages, will increase as 
contributors to the child's sense of worth both in. his 
eyes and those of his significant others.'
Bruce Hare (1974)
It will be clear from this that the antecedents of self-esteem 
for a child coming from such a cultural background will be 
different to those for a child from a middle-class white Anglo- 
Saxon background. If this is taken into account as an important 
and crucial factor in the development of black self-concept 
then it will be seen that high self-concept need not be a 
defensive, inflated mechanism, designed to compensate the 
disadvantaged individual but as a perfectly realistic, adaptive 
and, given the milieu, respected responses to reality (Hare,1974)• 
Coopersmith (1975) also noted that recent studies have shown 
a reversal of earlier trends which showed blacks as having lower 
self-esteem than whites. He appears to accept the reference 
group theory as a valid explanation for this, and he concluded:
'There is increasing evidence that as long as the child 
stays within an environment in which his culture is in 
a majority, he is able to sustain positive feelings about 
himself... The social forces that have sought to 
segregate the Blacks have provided an environment in which 
these Blacks are insulated against direct assault, upon 
their feelings. In this environment, black children are 
not teased about their racial characteristics, insulted 
because of their poor academic performance or demeaned 
because of their illegitimacy or break-up of the families.. 
Insulated by that environment, he has the support to 
reject the low status to which white society assigns his 
race.*
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2 BRITISH RESEARCH
..'Most British research on black children’s self-concept and 
self-esteem have followed the ethnocentric,’race relations’ 
model as. established in America, being concerned not with black 
people or children in their own right but largely attempting 
to make comparisons'between black and white self-esteem or 
self-concept. The theory upon which most of this research is 
based is also mainly American and no British writer or 
researcher (to my knowledge) has seen fit.to modify or adapt 
these theories to British conditions or to the peculiarly 
West Indian experience in Britain. Fortunately not much research, 
has been done in this area and it is to be hoped that, before 
any more research is undertaken, some attempt at developing a 
coherent theory on the development of self-concept in minority 
group children which takes account of their own experience will 
be made•
I want now to look at some of the research on black self-concept 
and self-esteem which has been undertaken in Britain, all of which 
is of recent origin taking place from 1970 to the present day.
Hill (1970) measured a variety of evaluations of the self and 
others by means of the semantic differential technique. Based 
on Osgood’s (1957) research the semantic differential is a form of 
self-rating combined with aspects of word association procedure.
The technique is based upon the use of a number of, usually, 
seven point scales defined by opposing pairs of adjectives.
Hill’s sample included Englii;h and West Indian children attending
schools in the West Midlands. He. found that West Indian 
adolescents did not devalue themselves in comparison with their 
English peers, although they were more likely than English 
subjects to see their.home and parents in negative terms; 
conversely, they saw school in a more favourable light. Hill 
found that his West Indian sample expressed a ’tremendous desire* 
for whiteness, both for themselves and in their future friends, 
neighbours and boy/girl friends.
Pearson (1974)» in a study of Leicester, found what he called
a ’notable lack of cohesion’ within the West Indian community
and observed that ’individualism* was a central feature of
adaptation. He concluded:
’It has been shown that individualism has often been seen 
as a psychological phenomenon which centres on an 
’individualistic personality’ which encourages self-hate, 
marginality and negates the formation of meaningful 
group identities.’
Dove (1974) studied 545 adolescents of various ethnic groups ’ 
attending three London Comprehensive schools. She found that 
West Indian adolescents showed much more confusion over ethnic 
identity than Asian or Cypriot adolescents. Dove believes that 
this confusion over racial identity will diminish over time, 
especially for those b o m  in Britain whose experience of racism 
will clarify any remaining problems of racial identity.
However, Hill (1975) in a study of Birmingham adolescents, 
found that longer residence in Britain led to greater neuroticism 
in West Indians as measured by the Eysenck scale, in comparison 
with their English peers.
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Results for the black and. the white interviewers ’were analysed 
separately to see if there was any experimenter effect of 
the kind discovered by Jahoda et al#(l972).in a study of 
cultural identification in Asian children in Glasgow. We 
found, in fact, that black'Children interviewed by a white 
experimenter gave similar kinds of responses to those elicited 
by the black experimenter: 59% .of black children seen by the 
black interviewer wanted to have some white physical 
characteristics, compared with 60% of the black children 
seen by the black interviewer.
Because of the sensitive nature of the body image enquiry, 
these questions were not put to the subjects in the junior 
high school. Black subjects in all three schools did complete, 
however, a test of ’cultural knowledge*, asking forty 
questions concerning West Indian heritage ("Have you heard of 
Paul Bogle; Toussaint L’Ouverture; Henry Christophe ...
Angela Davis ... Africa ... What are slaves ... Were any 
people in the West Indies slaves a very long time ago?...
What is shango; the West Indies Federation; Anansi stories; 
Yorubas ... etc.") A score of one was given for each item 
correctly identified. A check on the scores of.children 
tested by the white and black interviewers again revealed 
no race-of-tester effect.
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Teachers of the sample of "black children in the infant 
and junior schools completed a questionnaire concerning 
the child, and gave estimates of school performance, innate 
intelligence, behaviour, and attitudes to teacher. These 
judgements were made without knowledge of the research 
investigation concerned with cultural knowledge or skin, 
hair and eye colour preferences.
Results .
Although scores on the cultural knowledge test increased 
as we moved from subjects in the infant school-to black 
children in junior and junior high school, the total level 
of knowledge concerning the West Indies and Africa was 
disappointingly low. Only three of our 58 subjects'had 
ever heard of Paul Bogle ;: none had heard of Toussaint 
LfOuverture; four had heard of Marcus Garvey; but 24 knew 
of Martin Luther King; 13 knew some Anansi stories, and 
16 knew about calypso.
TABLE 5 (Bagley & Coard, 1975)
Comparison of Skin Colour Preference in Black and White 
Children
White children Black children
W * ' N : • %
Want ing 10 change 
skin colour, 
unequivocally
3/73 4.0 10/42 24.0
Equivocal 6/73 8.5 8/42 19.0
Bo not want to 
change skin colour 64/73 87.5 24/42 57.0
Significance of difference between the two distributions
p < 0.01
Overwhelmingly, the black children in our study thought 
Africa was a poor and backward country. The physical 
affinity between Africans and West Indians was seen . 
primarily as an embarrassment. Five-year old Philip, for
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example, said "it’s a big country. Some of the people are 
black and some of them are white. Some are nice ... the 
whites. The blacks are (embarrassed pause)... I don’t know.”
One girl expressed the splendidly regiocentric view that 
Africa "is a small island in the West Indies". A few others 
had more accurate and favourable impressions, such as nine- 
year old Mary: "It’s a rich country. They have lots of fruits. 
They don’t wear clothes like us, they wear gowns, or robes.
I tried them on when I went to the Commonwealth Institute."
Wo less than 60% of the random sample of black children 
interviewed would have preferred to have some European 
characteristics if they could be born again, and 19% 
completely rejected their body image in terms of skin 
colour, and hair and eye colour. Wo significant age trends 
emerged in these preferences. Wearly a quarter of black 
subjects (Table 3) wanted to change their skin colour, while 
57% wanted to stay the colour they were.
White children, by comparison, were much less likely to 
want to change skin colour: 87•5% °f white children had no 
preference for any other skin colour, compared with 57% of 
black children.’
Bagley and Coard concluded that:
1. A sample of West Indian children in three London schools 
display a disappointingly low level of knowledge concerning the
■' cultural heritage of the West Indies.
2. A substantial number of black children interviewed rejected 
their ethnic identity (skin, hair and eye colour) in favour
of European characteristics. Such self-rejection was not 
found in a sample of white children in the same schools.
3» . There is a significant tendency for children who have 
poor cultural knowledge to reject their ethnic identity.
4. There is a tendency for children who reject their cultural 
identity to be seen as behaviour problems in the classroom.’
They called for the teaching of ’Black Studies* which they said 
would almost certainly be a beneficial addition to the curriculum 
of multi-racial schools. They added the caution that such 
teaching (which should be paralleled by shared curriculum in the 
cultural background of European and other cultures) should begin 
early on in the child’s school career. Their final comments 
include the hope that:
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* In multi-ethnic classrooms, children should learn not 
only to be secure in, and magnanimously proud of, their 
cultural heritage, but also to know and respect the 
cultural heritage of their fellow pupils• * ;
Bagley & Coard, 1975
COMMENTS OB BAGLEY AND COARD1S CONCLUSIONS
1 Bagley and Coard in their conclusions say West Indian children 
displayed a disappointingly low knowledge of cultural heritageJ 
yet in -this sample of 58 black children nearly one third were 
between the ages of 5-8, i.e. infant school pupils. Would a 
. corresponding number of 5-6 year old English working-class 
children display cultural knowledge about Lord Nelson, Waterloo, 
Charles Dickens, William Shakespeare? To ask a West Indian child 
"What are slaves ... what is Shango ... the West Indian Federation" 
etc. must be seen as the equivalent of asking English children : 
about Wesleyan religion and the rise of Methodism ... about factory - 
legislation and the conditions of the workers.
TABLE.3' • (Bagley & Coard, 1975)
NUMBER:0F BUCK . CHILDREN IN’ INFANT AND JUNIOR SCHOOL WANTING 
•WHITE* SKINS
Preference Number ^ of 42 in
total sample
Wanting to stay black 24 57.0
Equivocal 8 . 19.0
Wanting to be white 10 24.0 .
Note: ’Wanting'to be white* indicates a clearly expressed 
preference for a ’white * or *pink* skin. ’Equivocal* indicates 
responses such as ’yellow*, *1 don^t really know - I don’t 
like brown or black*.
2 *A substantial number of black children rejected their ethnic 
identity* - yet if the figures are examined closely, nearly 
60$ of black kids did no such thing and nearly 20$ were 
’equivocal*. If .these two lots are put together nearly 80$ of 
the black children did not reject their ethnic identity.
If the conditions of life for black children in London is 
. examined - a minority group discriminated against, experiencing 
appalling housing and environmental conditions and generally 
’stigmatised* status (Goffman, 1968)-this is indeed an 
encouraging testament of group loyalty and cohesion.
3 The. case for poor cultural knowledge and rejection of ethnic 
identity has not been substantiated by the author’s own 
research.
4 The ’tendency for children who have poor cultural knowledge to 
be seen as "behaviour problems by teachers” ’ could be explained 
in a number of ways and the assumption that increased cultural 
knowledge would reduce ’behaviour problems’ needs closer 
scrutiny and more rigorous testing than is given here. Therefore 
the authors call for the teaching of Black Studies ’as beneficial 
addition to the curriculum of multi-racial schools’ should not
be accepted on the basis of the evidence given in this study.
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'THE TESTS
Pour aspects of the children's attitudes towards racial 
groups were investigated, each via a separate group of 
questions. Every question involved the same "basic 
situation, namely that the child was required to make a 
choice between two dolls or two pictures, in response to 
a question put "by the interviewer. In each case, one 
figure represented the child's own racial group while the 
other figure represented the other principal racial group in 
the child's immediate environment. That is, the West 
Indian children were presented with questions which required 
them to choose between a figure representing a West Indian 
and one representing a white English person; for the Asian 
children, the choice was always between, an Asian figure 
and English figure, while the English children were asked 
to choose between an English figure and a figure representing 
whichever immigrant group predominated in their area.
Although the basic choice situation was the same in each 
question, a different set of dolls or pictures was used 
for every question to minimise the association between them. 
The. materials used in the study were specially prepared 
for the purpose. The pictures were painted by a professional 
artist, based on photographs of children from each racial 
group. The dolls were produced to order by a firm 
specialising in costume dolls of historical figures.
Starting from-their basic 'naked* figures, the dolls were 
sprayed, wigged and dressed.to specification. In this way 
it was possible to achieve a good approximation to the 
correct facial features, skin-colour, eye-colour and hair- 
type for each racial group. The finished products were very 
much more life-like than commercially produced 'coloured* 
dolls, which tend to be over-glamorised or stereotyped.
The children were clearly engaged by both the dolls and the 
pictures and needed no encouragement to respond to them as 
though they were real people. (my emphasis)
The first set of questions dealt with the child's racial 
identity or self-attitudes, and related ldentifications.
This included the crucial self-identifications question 
(’’Which doll looks most like you?” ) that has been used in 
so many studies, since the classic study by the Clarks.
This was followed by a question to elicit the child's ideal
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identity: "If you could be one of these two dolls, which 
, one would you rather be?” Two other questions completed 
this group, requiring the child to identify the figures 
which "looked most like" their mother, and sister or brother1,' 
respectively.
The second group of questions probed, the child’s straight- 
forward preferences for one racial group or another. After 
first being asked which of two dolls he "liked best", a 
series of questions was asked about the child’s preference 
for companions in various situations: "to play with in the 
playground", "to sit next to in class" and "to share your 
sweets with".. Finally, the child was asked to indicate 
which figure looked most like his best friend, in order to 
get some index of his real-life racial preference.
A third section of questions dealt with the extent to which 
the children might hold rudimentary stereotypes about the 
characteristics of each racial group, in simple evaluative, 
terms. The children were asked to indicate the "bad" doll 
of one pair, the "nicest" one. of another, and the "ugly" 
one of a third. This was an entirely projective process as 
the children had no information on which to base these 
attributions other than the racial differences between the 
figures.
Finally an attempt was made to gauge the children’s social 
aspirations in the future. The child was encouraged to 
imagine that he was grown up and had a house and family. He 
was then asked which of. two families of dolls he wanted to 
live next door to, which man would be his best friend (which 
woman in the case of the girls), and which he would go to 
work with (go shopping with, for the girls).
It was also necessary to administer a test of the children’s 
ability to distinguish racial differences between the dolls 
and identify the groups they represented,, without which none 
of the other tests would have been meaningful; all the 
children did this correctly.’
Milner found that:
’black British children are showing essentially the same 
reaction to racism as their American counterparts, namely, 
a strong preference for the dominant white majority group 
and a tendency to devalue their own group.’
He observed that:
(1) Skin Colour. Light skinned children sustained a 
consistently higher degree of out-group preference.
(2) Concentration. He found no consistent differences 
in the data from schools with different concentrations
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of black children. The concentration in a particular school 
.may be less important than the concentration in the area as 
a whole, and the former is not always an accurate indication 
of the latter.
(3)Age. No general age-trends emerged from the data, apart 
from the tendency for out-group identification to decline 
with age in certain cases.
(4)Sex. Neither were there consistent differences between the 
boys’ and the girls’ attitudes.
Milner later conducted a follow-up study to test the degree of mis*
identification over- time. It entailed:
’a second series of identification tests with some of the 
West Indian children tested in the original stiidy, after 
a period of one year. Other tests were also repeated, but 
it is the identity tests we are concerned with here. The 
picture that emerged from these tests showed a remarkably 
Close correspondence to the predictions that follow from the. 
interpretation of misidentification proposed in this 
chapter. Half of the sample maintained the same choice of 
figure from the first test to the second •; the other half 
changed their choice from the first to the second test; 
some in one direction, some in the other.'
TABLE 3 (Milner, 1975)
i , j  i ... nn i —? *
CONSISTENCY OF CHOICES OVER TWO IDENTITY TESTS
identified with black to white to identified with
blacks on both white black whites on both
tests tests
31.25% 6.25% 43.75% 18.75%.
'The "black to white" group contains those children who 
identified with blacks on the first occasion and white 
on the second; the "white to black" group contains those who 
made the reverse change between the two occasions. In so 
far as these repeated tests give a better identification 
of the child’s enduring notion of his identity, it does 
seem that there are two groups who are consistent in their 
identifications (with either blacks or whites) and a central
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group whose choices are much more unstable. And the 
extreme groups are also distinguishable in.terms of their 
Preference responses, a much higher level of white preference 
being found among the consistent outgroup identifiers. It 
cannot be said on the basis of this further study that our 
interpretations of the significance of misidentification is 
proved; however, it is certainly true that the data from 
the two studies taken together are entirely consistent with 
that interpretation.'
SOME OBSERVATIONS ON MILNER'S RESEARCH
1 The socially desired response is somewhat played down - the 
tendency for people to respond in a socially desirable way has 
been well documented. This is especially true in personality- 
type research, and its effects cannot be ignored.
2 The researcher effects have been examined more carefully in 
terms of (1) above.
3 Commonsense explanations for doll choice in terms of availability 
and general acceptability of dolls of different colours in shops 
and markets could have been noted - it is possible that many of 
those black kids had never actually seen or played with a black 
doll before.
4 Racism and racial.stereotyping in children’s literature have 
recently received increasing attention (Dixon, 1977) and on
the basis of how black dolls are depicted in children’s literature
and on television it is not surprising that children should
respond to black dolls in the way Milner reports them. The
difficulty comes in trying to establish that these feelings,
attitudes etc. also accurately reflect feelings about real
people - oneself and one’s racial group.
’There were once three golliwogs who were most unhappy 
in the nursery cupboard. None of the other toys liked 
them, and nobody ever played with them, because their 
mistress, Angela, didn’t like their black faces.’
Enid Blyton: The Three Golliwogs (1973)
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5 Milner- said, that the children needed no encouragement to respond 
to the dolls ’as if they were real people* - yet dolls in fact
are not ’real people1 and any inferences to he drawn from children’s 
(or adults*) behaviour with dolls (or other toys) should hear 
this fact in mind* It is not simply a matter of detail*
6 In his follow-up study, Milner re-tested ’some’ of his original 
sample — he does not give precise figures* If this was a typical 
primary class, with children away ill, some moved away, a few 
truants etc, over the interval of a year it is possible for 
15-20^ of children to have changed class* It is extremely 
difficult without precise information to know how far the follow- 
up study was testing the original children in the first study.
7 Milner’s research, more perhaps than any other, fits Levine’s 
thesis of the ’pure victim’ theory, which explains black 
personality in terms of self-hate and racial mis-identification, 
and which ignores completely any other explanations or 
interpretation of the evidence*
Y
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Lomax ,(1977) used a sentence completion test to examine the self- 
concept of girls in a large secondary school which was two-thirds 
West Indian. Although mostly in the lower streams of the school 
these black girls had significantly higher self-esteem than their 
white peers. In keeping with Hills* (1975) findings, girls b o m  
in Britain had poor self-concept compared with girls born in the 
Caribbean.
. Louden (1977) used Rosenberg and Simmons1 (197.3) measure of self­
esteem in a study of 375 adolescents from various ethnic groups 
attending school in the Midlands. Louden found that, in general, 
the higher the concentration of blacks in a school, the higher 
the self-esteem levels of black pupils although it was the group 
of West Indians in schools with medium .concentrations (between 30 
and'50 per cent West Indian) who had the highest levels of self- 
esteem.
Louden suggests that:
*a whole variety of factors in the school may influence 
self-esteem in various ethnic groups, including the degree 
to which minority groups are insulated from various types 
of white racism. Broader social forces have operated to 
place the great bulk of minority group adolescents in a 
racially insulated environment, and this environment 
establishes certain barriers to assault upon the feelings 
of personal worth. This is, one reason why the self-esteem 
level of black adolescents as a group is not as low as one 
might otherwise expect.. In many cities in this country 
.most black adolescents live their daily lives in essentially 
black worlds and actually have little exposure to white 
adolescents.*
Jones (1977)» noting that West Indians are often successful in 
sporting activities, examined the hypothesis that success in 
sport would be associated with higher levels of self-esteem in
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"black pupils. The subjects of his study were 1,612 English and 
West Indian adolescents attending London secondary schools.
The measure of self-esteem he used was the 23-item measure of 
general self-esteem, derived from the Coopersmith scale, 
described above. First of all, Jones found that both West Indian 
males and females had significantly poorer levels of self-esteem 
than their white peers. Jones found that the following items in 
the General Self-Esteem scale showed significant differences 
between both West Indian males and English males, and between 
West Indian females and English females: "My parents expect too 
much.of me"; "I get easily upset, when told off"; "There are many 
times when I feel I would like to leave home"; "My parents 
. understand me" ; "I can’t be depended upon"; "I’m pretty happy"; 
"Things are all mixed up in my life"; "I often feel upset at 
school"; ’ "No one pays much attention to me at home". The items,
"I often get discouraged in school" and "I’m a failure" distinguished 
between West Indian boys and English boys only. On the following 
. item.j West Indian boys and girls had signif icantly better self­
esteem than their white peers: "I’m proud of my school work".
West Indian boys had significantly better self-esteem than white 
boys on the items: "I often feel ashamed of myself" and "I spend 
a lot of time daydreaming"•
Jones observed too that the West Indian pupils were much more 
likely than whites to use the sporting and social facilities of 
the school in the evenings, using the school rather than the
home as a focus of activity. Although West Indian pupils were much 
■ f . _.,■■■■
more likely than whites to be included in school sports teams,
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and to, excel in sport generally,, this success in sport was not
■ %  - . ■
correlated with self-esteem levels. Although English pupils who 
excelled at sport had higher•levels of self-esteem, this was a 
function of their generally higher stream level. Blacks, even 
those excelling in sport, were generally in lower streams, and 
it was probably this stream membership rather than sporting 
success which was the most.powerful influence, on self-esteem. 
Those West Indians who were in a higher stream tended to have 
levels of self-esteem which were equal to those of their white 
peers in the same stream. Jones suggested that these high 
achievers among the West Indian population came from rather 
different family situations’than the usual rather authoritarian 
setting of the average West Indian*. •
Jones found that "blacks involved in sports teams with whites 
did not as a result increase their out-of-school friendships 
with whites. Moreover, teachers far from seeing sporting ability 
as a positive aspect of West Indian achievement, saw this 
achievement'in sport as part of what they thought was the 
generally aggressive mode of behaviour of black pupils.
M ATERIAL REDACTED AT REQUEST OF UNIVERSITY
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The results are as follows: a higher score on the General 
.Self-Esteem scale indicating poorer self-esteem; the 
score on the GSE scale for West Indian girls is 18.67,
S.D. 10.39; for the English female controls, 18,94, S.D. 
10.13. The mean GSE score for West Indian boys is 22.35,
S.D. 10.62; for the English male controls 17.65, S.D. 9.74.
A comparison of means using the t-test indicates that West 
Indian boys have significantly poorer self-esteem than the 
English controls, at the 1% level of probability. The 
. difference between West Indian girls and the English controls 
is not significant however. West Indian girls have 
significantly better self-esteem than West Indian boys (at 
the 5% level of probability). This effect, for black 
girls to have better- self-esteem than black males, runs 
counter to the trend in a number of other studies of self- 
esteem in white, English subjects, in which males have better 
self-esteem than females.’
WeinPeich (1977). His research is concerned with what he calls 
’identity diffusion', his frame of reference is basically Freudian, 
being grounded in Frueidan psychoanalytical theory as modified by 
Eric Erickson. His work is with English and immigrant adolescents; 
he takes the tasks of adolescence to be 'to resynthesise all the 
childhood identifications in some unique way and yet in accordance 
with the roles offered by some wider section of society’ (Erickson, 
19$). Failure to achieve these tasks leads to identity diffusion.
'Clinical features of identity diffusion are described 
as consisting of tissue confusion, self-consciousness, 
role fixation, work paralysis, bisexual confusion, 
authority confusion and confusion of values.’
Weinreich (1977)
In the belief that immigrant adolescents experience greater 
dysfunctions between the values of home and the wider community 
Wienneich hypothesised that ’immigrant' adolescents will exhibit 
greater identity diffusion than will indigenous. A case study
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approach was adopted together with modified form of Kelly's 
Personal Construct method which he sees as being based on the 
value system of the individual and therefore appropriate for use 
with children of any language or culture. For each individual 
his own constructs were presented to him on rating sheets which 
enabled him to construe the facets of his own self-image along­
side significant individuals and groups of peoplefrom his own 
social world. Weinr.eich *s sample consisted of adolescent school 
leavers at Bristol schools, 32 West Indians, 13 Asian, 37 English.
Weinheich found that Identity Diffusion was greater for West 
Indian girls than for West Indian boys and for English boys and 
girls. Thus West Indian girls, as measured by Wienneich, show 
realistically low self-esteem, but West Indian boys show defensively 
high self-esteem - this is worked out by the fact that there was 
no difference between the level of self-esteem in West Indian and 
English boys. It seems rather pointless to use instruments which 
'based on the value system of the individual' if the researcher 
can then turn around and place his own interpretation on findings 
which do not fit his model. Weinbeicl\s West Indian sample was 
very small and it is doubtful whether any reliable conclusions 
could be drawn from such a small study within a theoretical frame 
of doubtful relevance to the West Indian group under study.
It is not surprising that Louden's research on West Indian 
children should use the language of 'inflation mechanisms' and 
that Wienneich should also write in terms of 'defensively high'
(
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self-esteem in West Indian boys. Within the-ir theoretical 
perspective it would be difficult to draw any other conclusion.
The major study by Milner which has been very influential, with 
the N.F.E.R. and the School’s Council is also open to serious 
reservations - for instance, out-group preference in his West 
Indians could be explained by the fact of a white researcher 
asking black children which dolls they preferred. Milner was 
sensitive to this and allowed that it could have influenced the 
results. On a more fundamental note - can choice of dolls really 
indicate race preference in a child? If you watch children’s TV 
and see dolls being advertised - Cindy, Mandy etc - is a black 
or brown doll ever shown? Are dolls the same as people? Do 
children regard, dolls the same as they regard people? Is it a 
realistic and valid inference to make that choice of doll indicates 
how children feel about themselves and their race? Or is it a 
function of fashion, of the market place and what is being offered . 
generally to children in their everyday lives. I have serious 
reservations about the implications that have been read into the 
doll s tudies and the interpretations that have been placed on choice 
of doll. I think that there are equally plausible explanations 
for choice of white dolls as against black or vice versa which may 
have nothing or very little to do with how one values oneself 
and one’s racial group.
The studies taken as a whole are not conclusive. Hill finds 
no difference in self-concept or self-expression between West 
Indian and English children. Wienneich finds a difference between 
West Indian girls and English girls and boys. Louden found no
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significant difference between Asian, West Indian adolescents.
Bagley and Coard found misidentification and cultural ignorance 
amongst their sample. Milner also found a high degree of mis­
identif ication and out-group preference. Lomax found black girls 
having significantly higher self-concept scores* than their white 
peers. Dove found more identity confusion among West Indians of 
adolescent age than Asian or Cypriot. Pearson believed West 
Indians to have individualistic personalities which encourages 
self-hate'.
It will be seen from this review that there is no coherent body 
of research or theory on the development of self-rconcept in 
minority group children in Britain. The research methods vary 
with virtually each study; no study has been replicated.
However, most studies call for changes which it is hoped will 
improve the situation. Milner's study has been extremely influential 
the Schools Council and NFER Education for a Multi-Racial Society 
Project (which has already been referred to (page 53) included 
many of the recommendations made in Milner's research. Amongst 
the recommendations which gain support from many liberal teachers 
and educationists is the call for Black Studies made in many of 
these research reports. It is felt that Black Studies will have- 
the effect of 'equalising' the • situation for both black and white 
students. In America the call for Black Studies came originally 
from militant student activists not from social scientists working 
in race relations - what meaning has this call for Black studies 
got in the context of British society?
We turn now to consider some of the implications for schools 
of the call for the introduction of Black Studies courses as a 
part of multi-racial education in contemporary British schools.
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2.4 CULTURE, SELF-CONCEPT AMD. SCHOOLING
The Black Studies Issue
*No child should he expected to cast off the language 
and culture of the home as he crosses the school threshold, 
not to live and act as though school and home represent 
two totally separate and different cultures to he kept 
firmly apart.*
Bullock Report, 1975
In criticising the *conventional paradigm* of educational sociology,
David Gorhutt (1972) described its history in these words:
*The primary focus of attention within the sociology of 
' education has been to establish and explain the differential 
performance of working class children as compared with 
middle class children in educational institutions. The 
explanations given have been overwhelmingly in terms of 
the cultural background of the children. By and large they 
boil down to a theory of cultural discontinuity between 
home and school: the working class child brings to school 
values, and attitudes, language patterns and cognitive styles 
which are not consonant with those of the school or his 
middle class peers. Underlying this explanation is a notion 
of cultural deficit, which implies that working class culture 
is not only different but deficient and inferior.*
BACKGROUND:'
It is quite clear that the Bullock Report and the views of the 
conventional sociological paradigm represent two views of the 
roles of schools from different points of view. The Bullock views 
are the most recent and-appear to ignore the earlier critique of 
Bernstein (1964) and other sociologists whose work demonstrates 
that in.practice for the working-class and middle-class child 
the school and the home are indeed *two totally separate and 
different cultures*. If this is true for the native working-class 
child, it must be. at least equally true for the foreign, culturally 
and racially.different child.
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The Parliamentary Select Committee on Race Relations and 
Immigrations in its comment on Black and Ethnic Studies, stated:
/Like the phrase "black power”, Black Studies appears 
partly to symbolise a search for identity among some 
members of minority groups who feel that "white education 
offers inadequate education to black people"••••In as 
much as Black Studies is merely seen as the resolution of 
a confrontation between black and white it would be partial 
and devisive•1
H.M.S.O. 1977
It also rejected the idea of blc,ck teachers teaching black children 
in separate classes and recommended instead the setting up of a 
fund to meet the educational needs, of a special kind of non-white 
children*
The Case for Black Studies
The claim for Black Studies is based on the need to redress the 
balance as Sam Morris (1973) argued in his pamphlet:
*The black child goes to a white school, he is taught 
. by white teachers, he sees pictures of white.persons, he 
uses books written by white writers, he uses equipment 
made by white craftsmen, he hears and sings songs about 
white people, he learns poems about white people*.• 
the primary purpose of black studies is the adjustment 
of this imbalance ... 1
And as the Bletck Studies Syllabus of one London Comprehensive School
demonstrates (Appendix 1):
Black Studies Syllabus of one London School by Head of 
Studies
Preamble:
fThe purpose of a "Black Studies" course is to provide both 
black and white peoples with a means of compensating for 
inadequacies of understanding, lack of identity and poor 
self image, sheer ignorance, the holding of myths and 
prejudices, feelings of superiority and hostility so that, 
a degree of understanding and humility may lead to mutual 
respect •
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This may be utopian but no more so than many syllabuses in 
various subjects. The difficulty is that the course would 
entail virtually the rewriting of world history from 
about the beginning of the 17th century. Further, it would 
make it necessary to take a look at the influence of that 
history upon the related subjects of geography, literature 
etc. Fortunately, there has been in the last few years an 
increase in the production of text books which provide this 
kind of analysis.
The following syllabus is designed to cover a two-year 
course and is aimed more at schools with mainly West Indian 
origin children. It will be necessary therefore to be both 
selective in parts and expansionary in others. Throughout 
’black* is meant to include all non-white, since there is a 
growing realisation that the shade of colour of skin is 
relatively unimportant•
It is essential that in a study of this kind, care is taken 
not to lean over backwards to compensate, perhaps sub­
consciously, for the past, but to present a true picture, 
warts and all, of both whites and blacks. "Black is 
beautiful" but not all black is beautiful: "Papa Doc" in 
Haiti, General Mobutu in the Congo, could hardly be called 
liberals during their infamous regimes. Since some of the 
material will necessarily be controversial, it would be 
useful /to have outside speakers coming in to give different 
points of view and to stimulate thought.*
"How is black ’culture* to be defined and classified (Bernstein, 
1971) by the school system - Reggae music? Steel band? . Patois 
speech?"
Let us briefly examine the story of one school which tried to 
cater for what is defined as Black Culture:
SCHOOL IN CONFLICT:
School *X* is a London Comprehensive boys’ school of some;2,000 
boys and just about 100 staff, including some black teachers.
In response to the perceived needs of the 60f0 West Indian children 
in the school, a programme of cultural activities was introduced -
f
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this included, a steel hand which was scheduled to run during class 
time. As many of the West Indian hoys were already engaged in 
non-academic activities (mainly sport) which took up a lot of their 
time, some of the teachers (mainly hlack hut including one or 
two others) protested to the Head ahout the time-tabling of the 
^cultural activities* within the normal school day. They felt 
that these should he extra-mural activities done outside of 
school hours. They felt that the West Indian children were being 
further disadvantaged (as in most London schools, hlacks were 
mainly in the lower streams) hy heing encouraged away from regular 
school work. The Head and others were at a loss to understand the 
objections of the black teachers. They were, as far-as they were 
concerned, doing their best to encourage West Indian cultural forms 
in the schoolj since West Indians performed best in sport it made, 
sense to encourage them to succeed in an area where they were 
competent. To the black teachers it was simply the school 
confirming the old racial stereotype - "music and sports, that*s 
all we’re good for" -was the way one of them put it to me. They 
saw black children seduced into activities which were immediately 
rewarding but' carried no prospect of future advancement, and to 
them it was ironic that this was done in order to give the black 
children identity and improve their self-esteem through their own 
cultural form. Another factor which the School Principal and others 
in the school hierarchy completely missed - but which was of 
enormous importance to the West Indian teachers - was that of 
mobility. The teachers argued that the black children were being
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educated "by the school system for -unemployment and that steel 
hands and other ’cultural* activities were simply to keep them- 
happy., Whereas these teachers saw the children’s futures in 
brighter terms - they could return to jobs in their homelands or 
migrate to Africa or other parts of the Third World. They were 
not trapped in the way that the English working classVwas trapped 
and a bright West Indian child who worked hard could succeed and 
get to be ’internationally* mobile. This tendency by teachers to 
encourage children to look beyond a bleak future on the dole in 
this country was very marked amongst the teachers in the Communi tt 
schools I studied - there were posters advertising jobs for Engineers 
and Doctors in different parts of Africa and this was put to the 
children time and again as something for them to work towards.
This is a feature of the education of black children which 
completely escapes educators and teachers, who do not appreciate 
that mobility, moving away in search of jobs and better prospects — 
has always been a feature of Caribbean life. I would argue that 
one of the reasons why there is no West Indian middle class to 
speak of in this country is this very fact - successful people and ■ 
their children simply move o n -  ’back home’,to Worth America and 
increasingly to parts of Africa, Nigeria, Tanzania and Ghana. •
To get back to our discussion of the school in conflict, these 
teachers were bitter and frustrated and felt completely demoralised; 
they were accused of being middle class and not appreciating ’their* 
own culture. It made for a very tense and unhappy situation.
Below are the^tw'o opening paragraphs of an article which 
appeared in a Community Magazine in Ealing , West London and which
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puts a schools policy very neatly, no problems are referred to. 
N.B. This is not the school described'earlier - but the issues 
are very similar - except that there were no teachers in conflict 
over this policy.
fSteelbands in our Schools
• Steelband music is a fascinating and authentically 
Caribbean art. Interest among the general public here 
in Britain has been further encouraged recently by 
several television programmes in which steelbands have 
figures.
Why steel bands in our schools? Their contribution in 
terms of education and community relations is clear: 
developing a positive self-image for many West Indian 
children and providing yet one more positive contribution 
from the Caribbean heritage to the life of the school 
and its community. This can be at the level of full 
participation or of appreciation. But the inclusion of 
the steel band in the curriculum of the school is based 
on sound musical principles: music-making in groups like 
this, is an important social force; steel music involves 
a high degree of musical memory and ear training; it 
.requires co-ordination and skill and relates to dance 
and movement. It may provide a useful innovation in the 
metalwork departments of secondary schools. Its history 
and development links with carnival, the "national 
theatre" of Trinidad makes an interesting study in itself•1
The rest of the article dealt with the practical details of 
setting up a steelband in a school.
This brief outline serves to illustrate the difficulties that 
can ensue when schools try to meet what they define as the 
Cultural needs* of black children. One must ask the question - 
is it possible, given the school role in society at the present 
time and given the position of black parents and children in 
that society, for schools to meet the cultural needs of black 
children? .
Another example, a more happy one this time, illustrates.a 
school where one teacher has met with a group of West Indian boys.
to run a class on the Rastafarian religion. Again a London 
Boys’ Comprehensive School, roughly the same racial composition 
of 50-60$ West Indian children. The Religious Education teacher 
is black, he has been teaching World Religions to his fourth 
year boys.After the session on the Rastafarian Religion* a. 
group of West Indians approached him and asked if he woyld tell 
them more about the Rastas, could he not include more sessions 
perhaps? He told them that the class was Religious Education 
and the subject was World Religion and not everyone in the class 
would want to devote two or three more sessions on the Rastas - 
but he'agreed to run a series of classes after school for anyone 
who was interested. The boys took up the offer and met for 
several weeks to study the Rasta faith.
This group of boys is included in my research sample and will
be discussed in greater length at a more appropriate time. It 
seemed important to make the point now that schools can be, as it 
were, a point of contact for many children who can then follow
up what they have learnt through groups in the community or
informal learning situations. One is not saying that schools 
have nothing to contribute to the development of black culture, 
just very little.
Raymond Giles has apparently been converted to the idea of 
Black Studies for West Indian children in British schools (Giles, 
1977) but in his American research (Giles, 1975) he was led to 
a very different conclusion. Having discussed the relevance and 
importance of providing Black Studies and various alternative
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programmes in American schools, Giles concluded:
- •
♦Another very real possibility is that black children 
whose parents would like them to develop a black 
consciousness or awareness of self-based concepts of 
Begritude or other philosophical or religious precepts 
might find that release time from school - .the equivalent 
of religious instruction, for which there is a precedent - 
would be a more appropriate and effective approach. The 
one difference between the demands of black students and 
community groups and those of other minority groups is 
that in no case have Chinese, Japanese, Indians, Puerto 
Ricans, Mexican Americans, Jews or other ethnic groups 
come to school expecting middle-class value oriented 
teachers, white or otherwise, to discuss with members of 
those minority groups what it means to be Chinese,
Japanese and so on.1
My ownfeelings are that, given the total structure of English 
society, given the role of the schools in that structure in 
relation to working class culture generally, it would be quite 
unrealistic to expect schools to' cater to the cultural needs of 
a black minority of the working class when they have demonstrated 
their inability or unwillingness to cater to the cultural needs 
of the majority white working-class culture. Programmes such 
as the R.F.E.R. Schools Council Project appear to develop without 
any real understanding of their implications for the majority of 
children in ♦multi-racial* schools. The history of formal education 
.in this country has not generally reflected the culture of the mass 
of the people, the *culture* which is assumed to be superior is 
the *high culture* of the middle- and upper-clasSes. When therefore 
the English working-class child is asked to respect other peopled 
culture he is being asked to be super-normal. In seeking to 
develop programmes, whether steelband, reggae music or Black Studies 
to bring about ail improved self-image or more positive self-concept 
in black children, educational theorists and practitioners
appear to be ignoring the role which formal education system has 
traditionally played with.respect to English working-class 
culture and self-image• Underlying many of these programmes, 
ideas and theories are the assumptions that schools have a duty 
to fulfil every conceivable task in relation to children and 
adolescents in Western society (Musgrove, 1976; Illich, 1973; 
Wardle, 1973)• Take as an example Yvonne Colleymore*s strictures 
against relevant Home Economic curricula (quoted in David Hill,
1976):
*How can a West Indian girl with African hair, looks 
- and colour relate the information on'hair care and make-up 
to her own complexion, skin and hair texture? Surely at 
this point she must realise that she is different 
and the teaching irrelevant?*
There are many points to be taken up: *she must realise that she
is different* - did she not know that before? Would the English
girls find a Home Economics class on Afro-hair care more relevant
Or does it matter? Why should schools have to teach young women
how to look after their hair? I have been such a girl with
*African* hair, looks and skin colour. I was educated in the
Caribbean by completely black teachers; nobody outside my family
ever thought it necessary to teach me how to *comb hair*. Hair
braiding is a communal, social matter amongst most African
women and girls learn it in the society of other girls and women
that*s how I learnt it. That*s how most West Indian girls still
learn it today.
*A West Indian girl has been recently admitted to a Senior 
Girls * Community Home School (formerly an.Approved School?. 
Staff discuss how she is settling in:
Senior House Mother: *1 know Cheryl is settling in all right 
as she was having her hair braided by Donna when I last saw 
her upstairs.* General discussion about hair braiding 
amongst West Indian girls and all staff agree that this is
109
a social activity, and that if a "black girl is excluded 
from it and can’t find anyone to braid her hair, then she 
would be in a very desperate situation, indeed.’
Stone, 1976
I give this example as a contrast to the one provided in Hill’s 
book# As Kenneth Richmond (1975) has argued in his book, 
’Education and Schooling * and as Ivan Illich (1973) and others 
of the de-schooling movement so ably demonstrated, ’there is a 
danger of confusing all "education”,that is, the process of under­
standing and learning, with "schooling", which for some people 
may have very little to do with learning in any meaningful 
sense.’ Hair and body care are the kinds of education that one 
traditionally acquires in the family. It is.questionable how 
far it is necessary for schools to take over this function for any 
group of pupils# For many children schools are not doing the 
job they are meant to be doing very well. It might be better not 
to extend the area of influence and to avoid doing worse.
This has taken us away from our central concern but not very 
far because Hair Care, Food, Eating Habits etc. are all part of 
a people’s "culture", i.e. "way of life" - and if schools seek 
to influence people’s feelings about.themselves (as the schools 
perceive their feelings to be by incorporating aspects of people *s 
cultures into the school time-table) they may be creating more 
problems than they solve. Apart from, the fact that there is no 
clear evidence to support the view that black children as a 
whole have significantly poor self-concepts.
f
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■SUMMARY
In this section I have considered some alternative views on the 
culture and self-concept of black American and West Indian people.
The recent work of Lawrence Levine (1977) on Black Culture and 
Consciousness in which he documents the survival and persistence 
of a viable African or Afro-American culture was referred to; 
brief summaries of the main ideas and beliefs of the Black Culture 
and Consciousness, Negritude, Black Power and the Rastafarian 
Religion were provided. I then went on to summarise American and 
British research on black self-concept, which is criticised for 
its one-sided account of black self-concept which sees blacks, in 
the words of Kardiner and Ovesey (1951), as having *no possible 
basis for the development of a healthy self-image*. Some of the 
problems inherent in the demands that schools should include the 
study of minority group cultures as a means of giving * immigrant* 
children more positive self-concept were shown, and two examples 
were given, one which did not work and one which did. The idea was 
posited that the culture and cultural values which schools 
represent do not, to a large extent, include the culture of the 
majority of working-class English children and thus it is unrealistic 
to expect a minority group culture to find a viable place in the 
school system.
C H A P T E R  T H R E E
SEHE-COHCEPT, SOCIAL CIASS A HD SCHOOLIHG
IRTRODU CTIOH
'Above all we must give to the child the clearest 
possible idea of the social group to which he belongs. 
It is here that the role of Education is' most important 
If the child were left to himself he would conceive of 
the groups in which he is implicated only imperfectly 
and very late. They are too vast and complex for him 
to see with his.eyes - except, of course, the family •• 
Beyond this, the image must be repeated with such 
persistence that it becomes, through the sole fact of 
repetition, an integrating element in himself, such 
that he can no longer do without it.1
Emile Durkheim, Moral Education (19^5)
fThe gap between teacher and researcher has often 
seemed a widening one ... because the results seem to 
reduce teachers to a feeling of helplessness in face 
of massive variables like social class, genetics and 
urbanisation. But self-concept research is saying to 
the teacher: you are the backbone of the educational 
system, not the social scientist or the armies of 
advisers and petty officialdom. The teacher is a 
force in the classroom and in the field of self-concept 
he is a force for good, given he has the will to 
experiment and to succeed. Teachers can enhance self- 
concept through the provision of special curriculum 
materials, through encouraging ••• a supportive 
atmosphere ... through developing experimental' 
curriculum projects designed to enhance self-worth 
in children and in general through becoming more 
person-oriented in the classroom.1
J.B.Thomas on School Organisation and 
Self-Concept (1977 )
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I N T  R 0 D U C T I O N
It. has been argued earlier that one of the main omissions of 
the self-concept theorists and researchers has been their failure 
to recognise or take-into account the culture of minority 
groups when members of these groups have' been the subjects of 
theories or research, particularly as this relates to formal 
education and schooling.
■ It has also been suggested that policy decisions or 
recommendations (D.E.S. White Paper on Education (1977 ;
Think Tank Report (1977)» Bullock Report (1.975.)) and practical 
programmes aimed at more 1 relevant* curricula for minority group 
children with input which acknowledges and respects minority 
group cultures have also failed to set this discussion within 
a historical frame of reference in terms., of the development of 
education for the working-classes generally, or within a broader 
sociological perspective with regard to the function of formal 
education in the provision of schooling for the majority of 
the working-class population.
Although, as we have tried to show in:our historical back­
ground to the development of self-concept theories and education, 
educational philosophers have always seen education as fulfilling 
a ’moral* function in relation to the ’personal development* of 
the individual child, the term ’personal development* had different 
meanings when applied to children of the middle and upper classes 
and for the working- and lowv.r-class child. This can be clearly
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demonstrated in the types of education which were developed for 
these different sections of the community (Williams, 1965; Simon, 1960; 
Lawson & Silver,. 1973; Silver & Silver, 1965; Banks, 1955).
Soon, after the Second World War, Karl Mannheim (1940) wrote a 
series of essays designed to take issue with the liberal individualism 
of Dewey (1916), emphasising the developmental aim of education as 
self-realisation. Dewey (1910) had written:
1,.. it is assumed that the aim of education is to enable 
individuals to continue their education - or that the 
object and reward of learning is continued capacity for 
growth.1
Mannheim on the other hand saw education as the means whereby 
social change could be achieved. He argued for a re-definition of 
educational aims in terms of social change:
1 In its theory, liberal education insisted upon the statement 
that the basic values and aims of education were eternal;
- the final and exclusive purpose of education was the fostering 
of the free development of personality through the unhampered 
unfolding of innate qualities. The integral theory of 
education, in its sociological aspects, does not object to 
the theory as such ... What it objects to is that the theory 
is too aloof from history to be helpful in concrete situations. 
Whoever tries to state such eternal values very soon realises 
that they are too abstract to lend concrete shape to education 
at a given time. In the same way, if the final core of self 
is something that is eternal and beyond environmental influence, 
we still have to consider'that more empirical and historical 
attire in which we meet our fellow human beings as citizens of 
a given state, as workers in factories, as clerks in an office, 
as human beings striving for such satisfaction as is available 
in a given social order.1 (my emphasis)
Diagnosis of Our Time (1943)
It is interesting to note how closely the definition which Mannheim 
gives to the aims of liberal education accord with the aims of the
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1 chi],d- centred’ ’growth’ school of progressive education as 
outlined in the Plowden Report (1967) and as adhered to by teachers 
in the schools which Sharp' and Green (1975) studied. The 
Plowden Report was concerned with the ’growth of the child’;
Dearden .(1972) Education as a Process of Growth included Dewey, 
Percy Dunn et al. amongst the theorists who influenced the 
development of ’growth* as an aim of education. It can be said 
that neither Percy Nunn nor John Dewey was a sociologist. They 
seemed to have been able to develop theories and ideas about the 
nature of man and the role of education without reference to 
race,‘class, economics or other factors as such. Karl Mannheim 
however was a sociologist and his major concern was social change 
and his interest in education stemmed from his desire to use 
education to achieve social change. Yet, although critical of 
’growth* or the ’fostering of the free development of personality 
through the unhampered unfolding of innate qualities’ as an aim 
of education, he seems in the end to reject it not because of any 
basic unsoundness in its philosophy but because it is unattainable. 
It is because the ’core of the self is something eternal and 
beyond environmental influence’ that the sociologist needs to 
turn to more practical, attainable objectives.
It was probably for -this reason also that sociologists seemed 
to lose interest in the aims of education in terms of its 
influence on.personal growth, self-concept etc, and to turn 
instead to consider its more functional aspects. For a time 
the role of formal education in relation to children’s self-concept
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was neglected "by sociologists of education. But within recent 
years, since the late ,60,s, interest in the affective area of 
pupil personality and learning has grown, mainly as a result of 
developments within the sociology of education which laid an 
increasing stress on ’interaction’, particularly classroom 
interaction: Hargreaves,1967; Esland, 1971; Lacey, 1970;
Keddie, 1971; Young, 1965; Willis, 1978 and the Sociology of 
the School and School Organisation: Shipman, 1968; King, 1973;
Eggleston, 1976; de Lamont, 1976; Stubbs, 1975.
What is important in our analysis or critique of the belief 
that the process of schooling itself can influence self-concept 
of most children is the fact that the objects of intervention in 
the majority of working-class children and their cultural values 
have not been seriously considered by either the theorists or 
the practitioners. Those teachers of working-class children who 
believe that they can provide an environment for ’growth’, 
’self-actualisation’ and the development of positive self-concept 
without reference to the social structure which ultimately 
determines their pupils* role in the society and thus their life 
chances are operating within an historical tradition which says 
that education should be to foster the free development of 
personality in a society which is hierarchically structured 
along fairly rigid class lines and where the schools are implicitly 
or explicitly charged with socialising children (of whatever 
social or racial background) into the cultural values of the 
dominant groups • :C$ur-dDck, 197A) •
Amongst the modem self-theorists who have influenced this 
development in educational thought and practice - Rogers, Maslow, 
Syngg and Coombs,. Kelly - the humanistic psychologists - none 
is noted for concern or interest in black, working- or lower- 
class children. Indeed, Maslow’s self-actualising ’person1 is 
clearly a successful ’middle * American - white Anglo-Saxon, 
liberal. He appeared to completely ignore the plight of those 
who could not have their D-Heficiency needs met - the lower class,, 
disadvantaged of whatever race, and of course the majority of 
inhabitants of the Third World. Rogers, in his old age, has 
turned to more community involvement and has worked in a few 
schools in a Catholic urban inner city area of Hew York (Rogers,
1974). But at the height of his power when he was developing his 
ideas on self-concept and self-esteem and writing his many books 
and articles, there was no mention of these areas of American 
life. He himself is aware of this and has acknowledged that 
most of his life and all of his experience has been within his 
own narrow social group of ’middle America*. Kelly (1955)
believed that his Personal Construct Theory was culture-free and
 ^ • .
allowed the individual to construct, his own frame of reference 
without having it imposed on him by outside agents so that it 
could with confidence be used with people from any racial or 
cultural background - but we have already seen (Weinheich, 1977) 
how this works out in practice - even if it were true that the 
individual is free to construct her own identity the research 
through the use of interpretation soon places that individual’s
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reality into his own scheme of things. In any case Kelly never 
attempted to relate his theories to the wider social structure, 
believing as he does that people have ’theories about their 
universe' upon which they base their action, ’theories and action' 
being involved in a direct, two-way causal relationship. Syngg 
and Coombs are also amongst those whose theories we considered 
earlier and who bring to the study of self-concept the same 
limitation in practice as did Sir Percy Nunn and all those who 
believed that formal education is about personal freedom, self- 
realisation, growth and the development of a positive self-concept.
As Kelly's own theories were evolved and modified from his work with 
mainly middle-class students and other professionals, it is reasonable 
to assume that the 'values’ his constructs are meant to reveal are 
the same values of the other middle-class theorists and practitioners.
In this connection it is important to consider some related 
criticisms on the use of psychotherapy with working- and lower- 
class people. In many respects the aims of teaching for improved 
self-concept or self-esteem more closely resembles social work in 
its Mental Health guise, or psychotherapy, than 'normal' teaching 
for academic or related goals. (Sharp & Green, 1975, also drew 
attention to this). It seems appropriate therefore to consider 
this form of teaching as therapy, its aims and objectives being 
more closely related to mental health goals than academic or 
intellectually oriented goals.
As early as 1938 an article by Davis drew attention to what he 
called the 'underlying cultural and philosophical' basis of the
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mental hygiene movement in America. He wrote:
’...Mental hygiene, being a social movement and a source 
of advice concerning personal conduct, has inevitably 
taken over the Protestant ethic inherent in our society, 
not simply as a basis for conscious preachment but also 
as the unconscious system of premises upon which its 
scientific analysis and its conception of mental hygiene 
is based.'
Noting that those persons prominently associated with this movement 
were almost all middle-class professionals whose own achievements 
followed from sustained effort and delay of gratification, Davis 
further characterised the Protestant ethic as consisting in:
(1) the belief in vertical mobility
(2) competition
(3) ambition
(4) self discipline
(5) ’'wholesome" fun
(6) prudence
(7) rationality and
(8) foresight.
Davis argued that this middle-class ’world view’ underlies the most 
widely held conceptions of mental hygiene, mental health and ill 
health in American society.
Twenty years later, Gursslin, Hunt and Roach (I960) content- 
analysed 27 widely disseminated mental health pamphlets from such 
sources as the National Association for Mental Hygiene, the New 
York State Department of Mental Hygiene and several large mental 
clinics. They found that approximately 60% of the text of these 
pamphlets promoted essentially middle-class themes - the value of 
work, control of emotions, planning ahead, problem solving, sharing,
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adjustment and common participation. They commented:
’The basic conclusion to be drawn from a sizeable portion 
of the content under investigation is that the middle 
• class prototype and the mentally healthy prototype are in 
many respects equivalent.’
Like Davis they concluded that the mental health movement in 
America is unwittingly propagating a middle-class ethic under the 
guise of science. Cole, Branch and Allison (1962) and Schermerhorn 
(1956) have offered similar observations, as has Schneiderman (1965), 
who also comments upon the prejudical effects of conceptualizing 
and conducting diagnostic and therapeutic work with lower/working- 
class people in a manner consistent with middle-class perspective. 
Schneiderman (1965) proposed a lower-class ethic as the proper frame 
of reference for work with people of lower-class background - 
this he described as (1) an inclination to subject oneself to or to 
live harmoniously with what is viewed as given or natural in life, 
in contrast to the middle-class values of mastery over the physical 
and social environment; (2) an inclination towards relatively free 
expression; (3) spontaneity; (4) a non-developmental conception 
of activity and (5) a tendency towards greater orientation to the 
present rather than the past or future. He stressed the appropriate­
ness and adaptiveness of this ethic for the realities of functioning 
adequately in the lower-class environment.
No equivalent British critique of middle-class mental health 
values heve been (as far as I know) undertaken, although a few 
writers in the social work literature - Tims (1969), Bill Jordan
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(1975), Bailey and Brake (1975) and 'radical* Social Workers have 
argued against 'cooling out' working-class clients and have 
drawn attention to the inappropriate use of middle-class psycho­
analytical terms and methods with working-class people. In 
education the development of teaching as therapy has been haphazard, 
and disorganised, and has received little attention in terms of 
evaluation or scrutiny. In social work some clients are treated with 
mental health techniques when their problems are basically economic 
and environmental (Case Con., Carrington P and Leonard P, 1974) but 
in schools therapy functions on the fringes of formal school structure 
in withdrawal units, truancy centres, adjustment units etc. which 
themselves are on the fringe of the educational establishments.
In a more general way, apart from its influence in the 'fringe 
areas', schooling as mental health movement has influenced general 
educational thought in this country, particularly as it relates to 
non-achievers, early leavers, and working-class children generally.
In mainstream education the influence of Rogers, Maslow etc. is 
more evident in the use of Guidance Counsellors or School 
Counsellors in secondary schools and the aims of 'moral education', 
the needs of the whole child etc. Although they can also serve 
another function - the 'cooling out' of children with unrealistic 
ambitions. The 'cooling out' function of Counsellors in American 
schools has been well documented (Clark , 1961) and is the process 
whereby 'non-directive counselling' is used to 'cool-out' over- 
ambitious working-class children. In Clarke's study, he looked at
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a school with an 'open door' policy to higher education. All 
who wished to gain access' to University or Liberal Arts Colleges . 
could, in theory, do so. But after two years of study there,
Clarke found that the school had deterred a large proportion of 
hitherto ambitious students from pursuing their original 
intentions. Cicourel and Kitsue's (1963) work also supports Clarke's 
findings. In primary schools the 'progressive' philosophy of the 
post-Plowden area reflects these values and aims.
This outline has highlighted the contradictions and conflicts 
underlying the issue of social class self-concept and schooling.
It seems clear that since schools reflect the dominant cultural 
values, childre'n belonging to or aspiring to belong to the 
dominant cultural group (Trowbridge, 1972) will have less difficulty 
in accepting these values including the values which are related 
to their self-concept. What is not clear is whether children of a 
different social class will also accept these values especially 
in relation to their personal sense of self, self-image, self­
esteem. In introducing into the formal school structure mental 
health goals of improved self-concept etc, teachers appear to 
ignore the power relationships behind the definitions of social 
reality (Giddens 1976) which operate both a micro and macro 
levels of society. The fact is that the majority of research 
work on self-concept and schooling has been related to achievement 
or, for disadvantaged children, lack of achievement in schools.
A number of teachers and theorists have become convinced that at 
least part of the explanation of working-class failure to achieve 
more lay-in negative self-image and poor self-esteem amongst a 
section of the working class, i.e. the lower class particularly.
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Influenced by a history of the philosophy of education which 
stressed individual development and growth as the fundamental ' 
aim of education allied to development of humanistic psychology 
and phenomenological sociology - together with the fact that the 
working class child continued to remain behind middle-class . 
children in scores of measured ability on, IQ tests, on entrance 
to higher education, in fact, on all the criteria, which informed 
the equal opportunity, liberal theory of education. In many ways 
we have to regard interest in self-concept theories, self- 
realisation etc. as reflecting a certain disenchantment with more 
orthodox approaches which aimed at academic success and social 
mobility and which failed to achieve either. A further complication 
or trend in all this is the personality of the teacher and'the 
job of teaching itself, which may well contribute to a certain 
degree of alienation and imbue the therapeutic theories with an 
attractiveness which they might otherwise lack. It is certainly 
a fact (NAS - NUWT Study 1977) that many teachers in the urban 
areas find their job stressful and demanding and their working 
environment uncongenial. Self-theories therefore can offer an 
escape to the teachers as well as to the students they are seeking 
to help.
In considering the role of education with' regard to the 
development of self-concept in working-class children and young 
people.in schools we need to ask some fundamental questions about 
the aims of the formal schooling and the provision of mass 
education for the working-class. We look at the urban school
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and the relevance of the self-concept theories and practice 
based on these theories. Linked to this discussion is the 
assumption that working-class children perform less well in 
schools because they see themselves as non-achievers (Coopersmith, 
1974) so it seems important to consider these arguments and then 
to look at some relevant research to see how far these theories 
are supported. A summary and discussion of what has been written 
concludes the chapter.
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.2 THE CRISIS IN URBAN SCHOOLS AND THE SHIFT TOWARDS SOCIAL- 
PSYCHOLOGICAL SOLUTIONS - SELF-CONCEPT IN THE CLASSROOM
'Nurture groups, withdrawal and adjustment units, 
special counselling schemes, behaviour modification 
techniques and school-based social workers are all 
currently being used to reduce violence and disruption 
(in schools).
National Children's Bureau 
Highlight No.32, October 1977
' ■ . . • / ; > 
The Size of the Problem
The existing statistics on the extent of violent and disruptive 
behaviour are limited by inexact record keeping .and problems of 
definition. Recent studies indicate, however, that it is more 
common in secondary than in primary schools (Lassett, 1977), 
among boys than among girls (Power, 1974),’ in urban rather than 
rural areas, and among low ability disadvantaged pupils (Pack,.
1977, West & Farrington, 1973). A recent DES Study (Lassett,
1977) found that 40% of schools reported a significant rise in 
violence. The DES Study estimates an average of one violent act 
per 100 pupils (National Children's Bureau, Violence and Disruption 
in Schools, October 1977). Rainwater, in Behind Ghetto Walls, 
describes the 'adaptive patterns' of lower-class urban black 
families in a Federal slum:
'... they are not simply targets of the destructive 
forces which act upon them; they react adaptively, making 
use .of the human resources available to work out their 
strategies for survival. These strategies often cause 
considerable surprise and outrage amongst those better off 
in society. But lower-class adaptations also have self- 
limiting qualities which serve to perpetuate some of the 
destructive elements in their situation and to frustrate 
individuals who try to enter more advantaged social strata.'
Rainwater, 1973
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Background
Mass formal education and urbanisatipn developed as products 
of industrialisation, and the crises that beset industry and 
cities are reflected in schools to a greater or lesser degree 
(Field, 1977; Hall, 1976). In recent years, urban schools have 
suffered a variety of problems which have been manifested by:
1. Increasing rates of truancy (Pack Report, 1977; Turner, 1974)
2. Increasing rates of vandalism, violence, disruption and 
general ’misbehaviour': Home Office, 1975; National Union
ofSchool Masters, Discipline in Schools, 1975; N.A.S. The 
Retreat from Authority, 1976; National Union of Teachers, 
Executive Report, Discipline in Schools, 1976 Conference- 
Report. Also Mack, 1976; Lee and Bishop, 1975; Pringle, 1973; 
Marshall, 1976; Laurence, 1977; Stone and Taylor, 1977; Lassett, 
1977 all document the concern of teachers, administrators
and others with aspects of the crisis in schools.
3. Increasing rates of ’stress’ illnesses amongst teachers and 
pupils (Clegg & Mogson, 1968; NAS/NUSW Report, 1977;
’Control Experiment’, The Guardian, 18.3.75).
Although urban schools are not alone in having problems of the 
type outlined above, it is true to say that the difficulties are 
accentuated within an urban context. Thus, for example, the 
schools which feature in the press and on television as 
sensational illustrations of decay and degeneration, have, all 
been urban schools: The Sunday Express, 9.6.74 ’They Turn our
Schools into a jungle of Violence’; Sunday People, 16.6.74
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’Discipline or Terror’,., defiance, gang war and mugging;
BBC TV ’The Best Years*,23.3.77.
The problems associated with increases in maladjustment, 
truancy, delinquency and vandalism in schools have been well 
documented. What have received far less attention are the 
responses of the Local Education Authorities, the D.E.S. and 
the teaching, medical and social work professions to the problem 
of urban schooling. Very little research has been carried out, 
for example, on the use of drugs and psychotherapy in treating the 
problems of urban school children in the normal school population 
as distinct from those in residential or other custodial types 
of care, There is a feeling of widespread use of psychotherapeutic 
methods, and increasingly of the use of drugs to control behaviour, 
but there is- very little research evidence available to support 
this contention. This has meant that people have resorted to 
making vague accusations in order to voice a general feeling of 
unease and uncertainty.
For example, in an article in New Society (1,12,77), Steven
Box alleged that:
’English schools in urban slums and ethnically mixed 
areas are being transformed from places where children 
attend educational courses to places where they receive 
medical treatment. School children by the millions in 
America and tens of thousands in this country are being 
put on long-term programmes of drug-therapy simply 
because their behaviour does not fit in with the 
requirements of schools.’
Dr Eric Taylor of the Institute of Psychiatry commented on Steven
Box’s allegation:
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’I would doubt very much indeed whether large numbers of 
children are being treated by drugs. Most child 
psychiatrists are very psycho-therapy orientated and 
their use of drugs is not common.
Taylor, 1977 1
The Department of Health and Social Security also commented and 
expressed the view that the increase in the number of children 
■diagnosed.as maladjusted and their treatment by drug or psycho­
therapy was due to ’new awareness of the problem and a 
corresponding rise in the number of child guidance clinics’.
It can be seen that there is no outright denial of Box’s 
claims, 'rather a suggestion^ that he has clearly exaggerated the 
use of drugs and mislabelled the recent developments in child 
care which actually reflect a growing awareness of children’s 
problems and a corresponding increase in the number of Child 
Guidance Clinics to deal with the problems.
Against this practical background of day-to-day problems in 
schools lies the fact of educational failure: children of
working-class origin continue to be under-represented in higher 
and further education and to score below their middle-class peers 
on tests of intelligence and attainment (Little, 1978; Halsey, 1978). 
Faced with micro and macro problems of these dimensions., schools 
and education authorities can respond in one of two ways:
(a) by coercion - increased use of courts and sanction, or
(b) by persuasion, i.e. by the exercise of power (a) or authority (b). 
One of the methods of persuasion has been the reorganisation
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of aspects of the curriculum in order to make it more relevant 
to working-class children.
Another has been the development of teacher training methods 
which stress the importance of 1 relationships1 and which, 
regarding the teacher as a significant other in the child's life, 
encourages her to take the role of social worker or therapist 
towards the child - especially is this true when’working with 
'deprived' or culturally disadvantaged children: Bradshaw (1973); 
Hamblin (1974); Holden (1969, 1971); Hughes (1973); Jones (1970); .
Marland (1974); Taylor (1971, 1975) reflect this development.
The work of J.R.Thomas (1977) and Lawrence (1971, 1972) on building 
self-concept in schools also lends support to this approach.to 
schooling as therapy.
The link between educational failure, working-class children 
and the rise of social-psychological theories and practice based 
on these theories has been made so well by Sharp and Greene in 
the conclusion to their study on Education and Social Control 
that I can do no better than to quote at length from their 
observations. They commented on child-centred education that it 
had developed:
'...as a reaction to what was held to be the rigidity of 
traditional educational structures which, denied opportunity 
to the many; the progressive child-centred movement was 
impelled by a moral rhetoric which sought to re-establish 
the rights of the individual to freedom, self-development 
and individual expression, over and above the demands of 
society... Within child-centred progressivism,.far wider 
ranges of the child's attributes became legitimate objects 
of evaluative scrutiny and explanatory variables in the 
construction of success and failure. Not merely intellectual
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but social, emotional, aesthetic and even physical criteria 
are often employed in the processing of pupils in educational 
institutions; the social control possibilities become 
enhanced. Moreover, the development of. a quasi therapeutic 
orientation to the educational task which we have suggested 
characterises much of the; ’progressive child-centred * thought 
(Clegg & Mogson, 1968) impugns those who fail in ways which 
are non-threatening to established interest, thus 'cooling 
people out’ and moving more and more people into soft-control 
areas. The incorporation of social and individual pathology 
views of certain categories of pupils has its counterpart in 
other substantive areas of social policy,.in attitudes towards 
criminality, mental illness and so on (Miller & Riesman, 1968; 
Valentine, 1968) where increasingly social problems have come 
to be conceptualized in the same way. Such developments 
pose interesting questions for the sociology of knowledge 
regarding the institutional basis and support for these ideas 
and the established interest they serve.'
Sharp & Green, 1975 
The point they are making is that the problems.and difficulties 
of contemporary schools are increasingly being seen in terms of 
individual and family pathology of working-class people. If the 
problems of lack of attainment, poor IQ etc lie not within the 
structure of society and the schools it has provided for working- 
class children, but in the children themselves or in their 
families, then of course it makes sense to try to change these 
children and since compensatory education has also failed to 
deliver the goods (Jensen, 1969) both here and in America, it is 
even more clear that the problem needs to be tackled on a new 
front and in a different way - hence the need for self-concept 
theories .that will help to change the attitude of the child toward 
himself. These theories have been lifted out of any political 
social or economic context - they are as apolitical as the people 
who originated them - Cooley, Mead, Rogers, Maslow, Kelly,
•Jersild ,,1952; and Jersild and HeIfant, 1953 had already 
laid the ground •'"for the development of this type of intervention
with their work on the 'Role of the School in promoting self, 
understanding" and Education for Self-Understanding, which made 
the case for the active promotion of teacher training methods 
to equip teachers for work in schools which would lead towards 
self-understanding and self-fulfillment in their pupils.
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3.3 SELF-CONCEPT IN THE CLASSROOM
We turn now to examine Coopersmith's rationale for encouraging 
teachers to become involved in promoting self-concept in the 
classroom. We use Coopersmith as his are the most clearly 
articulated theories and they have exerted much influence on 
theory and practice in the US and on research in this country.
Coopersmith (1967, 1974,’ 1975) has written extensively on 
self-concept, self-esteem and education. . I have already 
mentioned his work on several occasions and have quoted 
extensively from his paper on Self-Concept, Race and Education 
(in Bagley and Verma, 1975) and in this section I want to consider 
his wider theoretical and empirical framework, and the practical 
suggestions he has for ’building self-esteem' in the classroom 
and the way he sees this aim as important in contemporary British 
and American societies.
In his earlier research and writing, 'The Antecendents of Self- 
Esteem (1967), Coopersmith reported on the findings of his research, 
begun eight years previously. The report.was intended to answer 
the question: What are the conditions that lead an individual to
value himself and to regard himself as an object of worth? The 
answers he gave were, briefly summarised, ’parental warmth’,
'clearly defined limits' and 'respectful treatment’. The study 
was focussed on pre-adolescent males who were 'white, middle-class 
and normal’ I It is not surprising that with a sample like that 
his findings should be so uncontroversial: 'warmth', 'boundaries',
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’respectful treatment’ - these are the foundations of positive 
self-concept in white middle-class American males. However, 
times have changed, and the interest of psychologists and 
sociologists have changed as well and so we turn to Coopersmith, 
1-974, for an indication of how children who have missed out on 
’warmth*, ’boundaries’ and ’respectful treatment* at home may be 
able to find them in the. classroom.
In his chapter, ’The Role-of Emotions in the Classroom’, 
Coopersmith developed his ideas on affective learning and 
personality development. He argued that there was in American 
society a cultural bias against showing emotions - people are 
afraid'of feelings and emotions are regarded as weakness - 
'to show emotions has not been regarded as strong masculine 
behavior’ - and that this attitude has influenced the usage and 
significance of emotions in schools. He writes:
’The cultural norms regarding emotion and the schools’ 
interpretation of those norms represents a strong, 
generalised and inaccurate judgement of the influences 
of emotion in learning. Attitudes regarding emotion are 
so loaded with emotion that they are accepted uncritically 
and are overgeneralised and closed to examination. An 
unfortunate consequence of the taboos against emotional 
, expression may be ' the current difficulties in motivation, 
involvement and •task otieritatiort that ar6 pr^valeiit 'in ’our 
nation’s classrooms.’
He argues then that the repression or ignoring of the role of
emotions in education may have led to problems of motivation,
non-achievement and school drop-outs in American schools. He
sees the argument as being split between those who would
< <
completely repress emotions and those who would give completely 
free rein to emotional expression:
'One of the most striking features about the taboo 
against affect in education is the certainty and 
conviction about what would happen if emotions were 
•permitted or encouraged in schools . • would mark the 
end of the educational system.*
He then mentions another stand: the ’advocates of the more 
extreme versions of humanistic, expressive and self-discovery 
procedures" who believe that schools pursuing their programmes 
and procedures would develop self-directed involved individuals'. 
Having^ said that the American tradition has been one of repression 
of emotions and feelings, he then springs these 'humanistic, 
expressive, self-discovery extremists'at‘one without any 
attempt to explain where they came from - obviously they are 
not American. However, Coopersmith then defines his own position. 
He writes:
'Although the relationship between affect and learning 
has not been extensively studied, what.we do know 
suggests that emotions can play a constructive role in 
education..,. To eliminate emotions from man is. to 
dehumanise man. To eliminate emotions from education 
is to dehumanise education.'
Coopersmith then lists ten points which are concerned with 
emotions and the learning process.- These are summarised below. .
1. Emotions are not separate or isolated types of behaviour. 
Affect is intermixed with cognition (knowing) and conation 
(striving) and cannot be considered a separate state.
<
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2. The popular language of emotions is impoverished and 
misleading. Empirically, it is now clear ihat there are several 
dimensions of emotions ..• The popular view that associates 
intense reaction with negative states would appear to be a 
result of cultural emphasis and not an operational necessity.
3. Emotions can and do play a positive role in teaching and 
learning. The taboo against emotional expression has led to an 
over-generalised, negative interpretation of the role of affect 
in learning. The result of this is the belief that introduction 
of affect into the school will be disruptive and will lead to 
reducecL learning and loss of control ... There is abundant 
evidence that, evoking positive* emotions via rewards is much more
,effective th^n evoking negative emotions via punishment in 
changing student attitudes. The task requires analysis and 
clarification of, and. experimentation on, major relevant factors 
rather than avoidance of such central issues as the role of 
emotions in learning. .
4• Emotions cannot be voluntarily controlled nor be considered 
irrational, biassed or non-objective.
Children cannot decide to be enthusiastic about reading or to 
like a teacher because a teacher or principle says so ...
Despite what many, parents believe should be the.case, children 
cannot make themselves enthusiastic and motivated when they do 
not. feel that way. fChildren feel emotionally involved and 
motivated because something in the teacher, subject matter, or 
classroom, situation makes them feel that way.1
5« A child.Ts arousal and attention is associated with his
emotional state... Affect can result in increased attention and 
improved learning as well as distraction and determination.
Under conditions of uncertainty, children seek information that 
will enable them to clarify the situation and determine what 
kind of reaction is in order.' In short, they seem to have an 
inborn capacity to attend and seek information, and these 
orienting reactions are associated with arousal, attention, and 
concentration. The arousal involves emotions as well as 
intellect and is apt to occur under conditions of moderately 
intense stimulation.
6. Emotions are expressed non-verbally as well as verbally. . 
People can judge another person*s emotional state from facial 
expressions in a fairly reliable manner (Woodworth, 1938)* They 
can also use cues of physical distance to interpret friendship 
or aloofness (Hall, 1959)* Feelings of anxiety, fear and 
enthusiasm are communicated within the social environment of 
the classroom by facial expressions, tones of voice.and body 
language. Students also learn how to avoid, approach or accept 
their emotions as a basis for learning and action.
7• Emotions can be adaptive as well as disruptive.
Leeper (19^7) has proposed that emotions can direct as well as 
disrupt behaviour and that emotions provide cues and memories 
regarding previous learning and the present physiological state. 
Since that representational process provides cues and is
essentially an information-giving process, there seems to be
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little point to, or basis for, labelling emotions as exclusively 
disruptive. If we take the view that emotions provide information,
energy, and involvement, we are led to a broader and more 
accepting attitude towards the role of emotions in the . 
educational process,
8. Positive emotions may have an accelerating effect on 
intellectual and personality development.
An accelerating effect resulting from positive emotions does 
not necessarily occur in all aspects of intellectual development, 
hut it does appear that the absence of any emotions and the 
presence of negative emotions do impede intellectual growth 
(Hunt, 1961; Goldfarb, 1995 )• The Pels'Institute study of 
parent-child relationship (Baldwin, Kalhom and Breese, 1945) 
indicated that children of acceptant-democratic parents showed 
accelerated intellectual development as compared with children 
with other types of parents. . Studies of therapist and teacher 
effectiveness also indicate the importance of warmth, trust and 
acceptance in further student growth and learning. Research on 
effective teachers indicates that many of these same factors of 
warmth, interest, respect and concern also contribute to student 
development in the academic environment.
9. Fear of failure and feelings of powerlessness are ma.jor . 
sources of poor academic performance and dropping out of school. 
The Coleman Report (1966) made a very comprehensive examination 
of American education and concluded that student attitudes 
regarding their own powers are the most important influences in 
determining whether students succeed or fail. Coleman found 
that a student*s.feelings that he does make a difference were
f
more closely associated with academic performance than class
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size, yearly expenditure per pupil, or level of teachers* 
educational preparation. If we judge these findings, students* 
feelings of acceptance and importance are of central significance; 
they are not peripheral or incidental to learning as some critics 
have claimed them to he. The teacher who wishes to facilitate 
performance and growth in students should he aware that actions 
instilling expectations of success and feelings of significance 
are among the most powerful tools to he used.
And finally:
10. Motivation for competence in children may he associated with 
innate emotional satisfaction.
Psychological research (White, 1957) has indicated that people 
perform actions because of their inherently satisfying consequences. 
Children appear to he biologically programmed to seek, explore 
and respond to gain increased information and competence in 
dealing with their environment. A model of education that depends 
solely or predominantly on external rewards to the student for 
incentive and direction requires constant, sustained and 
individualised attention to each student ... a teacher cannot 
provide it at all times for each student in a class such 
external rewards would not result in the development of a self- 
directed individual. We have reason to "believe that the child 
who learns to gain affective satisfaction early in his learning 
career will persist in his learning, even when external rewards 
are not readily available. If we encourage the child’s awareness 
of positive and negative affect, we increase the likelihood that
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he will respond to his internal feelings of success and failure*
His concluding remarks include the observation that:
teachers who accept children as they are, recognise and 
respect affect as a legitimate concern of a school and a 
society, that is involved in motivating and guiding the 
behaviour of its youth* *
It will be remembered that in an earlier discussion of self—concept
and education we looked at Coopersmith’s rationale for teacher
involvement in building self-esteem in the classroom (pages 56-57)*
We have above a clear and comprehensive theory which argues
essentially that childrenfs feelings and emotions about themselves
and learning should be harnessed and put to the job of education
because children fail in school, not because of grotty schools,
poverty, bad housing and all the depressing and oppressive features
of contemporary society but because of their own view of themselves
as failures* The fact that their view might actually be quite
accurate is not considered and the manner by which they acquired
these views in the first place is not alluded to at all*
Teachers are simply instructed to create conditions of acceptance,
limits and respectful treatment so that children may be helped
to develop good self-images*
Coopersmith argues that the proper development of children
requires that they gain skills and competencies to deal with
their feelings and external difficulties. Amongst the factors
related to such competencies are a positive self-concept and
high self-esteem:
■t
*The child who has a negative self-concept and believes 
that he is incapable and unable to deal with his feelings 
or external events is likely to take a passive and 
defeatist attitude when faced with difficulties and pain.
He is likely to be overwhelmed by feelings of helplessness 
and weakness when demands for performance or personal 
conflict occur. The child’s concept of himself is 
related to the way in which he deals with the world 
because the child who believes he is powerless fails to 
perceive the strengths he does have and establishes a 
self-defeating prediction of failure. The child who has 
a positive self-concept starts with the. conviction that he 
is capable of dealing with problems and is likely to take 
a more optimistic, direct approach to confronting his 
difficulties.*
SOME SPECIFIC ADVICE TO TEACHERS ON BUILDING SELF-ESTEEM 
i.. Accept feelings as real and support their expression.
2. Realise the individual differences in coping.
3. Avoid drastic sudden change.
4. Adopt a problem-solving approach to difficulties.
5. Provide a model of effectiveness.
6. Help the child develop constructive ways of dealing with 
difficulties.
7. Maintain self-respect (of the child) in the course of 
increasing coping strengths.
8. Parent education and co-operation in developing coping 
strengths.
Coopersmith has been greatly influenced by Carl Rogers and indeed 
his Self Esteem Inventory was developed from Rogers and Dymonds 
(1954) neuroticism scale which they had developed to test the 
effectiveness of their client-centred therapy on patients. 
Coopersmith is clearly convinced of the fact that belief in one’s
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abilities can conquer any environmental problems; teachers 
accepting this view would never he heard to speak of the 
‘unrealistic ambitions* of working class or black children and 
that can’t be a bad thing. But what is the evidence for this 
belief which Coopersmith and others hold in the power of the 
individual self-belief to triumph over all conditions?
We turn now to discuss relevant research on self-concept 
and (1) socio-economic status, (2). aspiration, (3) self-concept 
and (4) achievement. We conclude this discussion with some 
British research on social class and self-concept.
f
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3,4 DOES SELF-CONCEPT MAKE A DIFFERENCE?
1 SELF-COWCEPT km  SOCIO-ECONOMIC STATUS
Trowbridge (1972) drew attention to the conflict surrounding 
self concept and socio-economic status and called attention to 
the fact that research findings were contradictory. Some 
suggested that children of low socio-economic status do actually 
reflect the negative self-images society holds of them:
Ausubel & Ausubel, 1963; Erickson, 1963 support this view, also 
Deutsch, 1960; Long & Henderson, 1968; Wylie, 1963; while 
studies by Coleman, 1966; McDaniel, 1969 and Scott, 1969 suggest 
no significant difference; and those by Clark & Trowbridge, 1971; 
Green & Rohwer, 1971; Soares & Soares, 1969» 1970; Trowbridge, .
1969» 1970a and 1970b; Zirkel & Moses, 1971» indicate that by 
some criteria the self-concept of low socio-economic status 
children may be even more positive than that of middle-class 
children.
Trowbridge (1972) carried out her study in order to try to 
determine:
(1) whether measurable differences in self-concept exist between 
children of different socio-economic status;-
(2) the dimensions of self-concept in which differences occur, and
(3) whether the difference found in her earlier research (Trowbridge, 
1969 and 1970) were confounded with other variables such as race, 
age, sex and density of population.
Her study was based on a sample of 1662 students in elementary 
and secondary schools. She obtained data on sex, age and race.
f
Socio-economic status was obtained largely by the geographical 
location of the school.
Trowbridge used the Coopersmith SEI (Self-Esteem Inventory) 
a self-report inventory consisting of 58 items designed for 
children 9-14 years, which asks children to indicate whether a 
certain attitude or characteristic is "like me" or "unlike me" 
as the child perceives himself. The maximum score is 100 
representing the highest possible self-concept. The average 
score found by Coopersmith is 71.
TABLE 5 (Trowbridge, 1972)
MEANS OF CHILDREN1S SCORES ON COOPERSMITH SELF ESTEEM 
INVENTORY (CSEI) •
l . . , . . - J 1 1 1 I 1 . .. J . .1 . . .
Variable n ; Mean on CSEI
SES
low 1662 74.1*
middle 2127 68.4*
Age-Grade Level
3rd 911 72.5*
4th 896 72.2*
5th 962 70.4*
6th 635 ' 68.8*
7th 164 68.6*
8th 201 68.5*
Sex
male 1947 70.8
female 1842 70.9
Density of Population
rural small town 1534 72.5*
urban-suburban 2255 69.6*
Race
black 681 73.6*
"other" 3108 70.0*
Total f 3789 70.9
* p < .01
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RESULTS
The total and subtotal scores for each child were computed 
according to Coopersmith’s key. The means of the total scores 
for various groups are given in Table 5 . A test for comparison 
of means was used. Table 5 clearly indicates that socio- 
economic status differences were the most important, though 
race and population density differences were also statistically 
significant. Self-concept appears to decrease with age, and to 
vary little by sex. Because of the low probability that age or 
sex differences account for the important socio-economic status 
effect, these two variables were dropped from further statistical 
analysis.
An analysis of variance design then was used to analyse the 
data by socio-economic status, race, and population density, with 
results shown in Table 6.
Table 6 indicates that the socio-economic status factor was 
highly significant; an examination of Table 5 readily reveals that 
lower socio-economic status children had consistently higher means 
than middle socio-economic status children. Table 6 shows that 
the race factor was also significant, and Table 5 shows that means 
for self-concept of black children were higher than those of white 
children. The density of population factor was also significant 
with the table of means revealing that the rural-small town 
children hold higher self-concepts than the urban-suburban. 
However, socio-economic differences were much greater than race 
or density of population differences. Interaction variances in 
all cases were insignificant, indicating that the important socio-
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economic differences go across both races, and in both urban 
and rural areas.
TABLE 6 (Trowbridge, 1972)
ANALYSIS OF VARIANCE RESULTS ON TOTAL CSEI Scores
Source of Variation
df
Sum of 
Squares
Mean
Squares F ratio
SES 871 871 15.9*
Race 328 328 6.4*
Density of Population 281 281 ■5.5*
SES X Race 116 116 n.s.
SES X Density 122 122 n.s.
Race X Density !47 147 n.s.
SES X Race X Density 125 125 n.s.
Within 3781 194722 51.5
Total 3788 196712
*p < .05
The one-item on which the middle socio-economic status child 
did score higher was "I'm doing the best work I can". This item 
needs further explanation. It was the only item in the instrument 
on which teachers and children differed from the.test developer 
concerning what constitutes a positive self-concept. The test 
scoring key gives credit for a "like me" answer as indicating 
positive self-concept. Children consistently provided information 
that individuals doing the best they could were probably under
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stress and tension, whereas "not like me" children have a more 
positive feeling. Low socio-economic'status children seldom felt 
they were doing the best work they could, but were quite happy 
with their school performance. If this item were scored the other 
direction, low socio-economic status children would exceed middle 
SES on every item in the school scale.
Part of the research, not reported here, involved a discussion 
between the teacher and her students about their reasons for 
responding as they did on each item. Two major reasons why low 
SES children felt better about school were repeatedly suggested in 
these discussions. One was concerned with their expectations, what 
educators often term 'level of aspiration'. On many items, low SES 
children seemed to expect less of themselves in school, having a 
lower aspiration level than middle SES children. They also perceived 
parents, teachers and peers as expecting less of them, but it was a 
comfortable feeling. To excel seemed to be equated with stress and 
tension in many children of both SES classes. A common response was 
that the child felt happy with the way he was behaving so he saw 
no reason to struggle, for higher levels.
The second reason low SES children felt better about school was 
that they perceived their school experience as poor, they did 
not internalize the experience as their own, so it did not tend to 
tear down their self concepts. Middle SES children, on the other 
hand, tended to view shortcomings of the school experience as 
being their fault; they had been taught that school is important, so 
when school was not perceived as such, their own self-concepts were 
damaged. ( \
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SELF-CONCEPT AND SCHOOL ACHIEVEMENT
’From an examination of the data, it is crystal clear 
that the values of the higher (social) classes and the 
values of the educational system are one and the same.
A concern with school performance and more generally 
intellectual excellence; the improvement of taste or 
refinement; a concern with serious, profound or important 
matters. These are all aims of the educational system.
What is not the aim of the educational system is to 
encourage fighting, toughness, or suspiciousness and 
cynicism - self values more likely to be held in the 
lower classes. The only acceptable working class value 
is "good at working with my hands", the importance of 
which is grudgingly acknowledged by the school system, in 
the form of vocational training courses or schools, but 
which tend to be shifted to the periphery of educational 
concern.
Morris Rosenberg, Society and the Adolescent
Self-Image (1965)
It is clear from the analysis offered by Coopersmith, Syngg and 
Coombs etc. that self-concept must be linked to achievement. If 
working- and lower-class children can be helped to see themselves 
in a more positive light and thus to value themselves more highly, 
the argument goes, they will achieve better results in school and 
this will help them to break out of a circular relationship; 
poor self-concept = poor self-esteem = poor aspiration = poor 
achievement.
Again, we.have to ask how far research evidence supports this 
contention.
Brookover (1962-1968 ) from his extensive research on self-image 
and achievement, Self-Concept of ability and school achievement, 
Relationship of self-concept to achievement in high school (Brookover 
& Erickson, 1969) came to the conclusion that the assumption that 
human ability is the most important factor in human achievement
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is a questionable one. They put forward the argument that the 
student’s attitude limits the level of achievement in schools 
irrespective of measured ability. Purkey (1970) in his review 
of Research on Self-Concept and School Achievement, concluded that 
’overall the research evidence clearly shows a persistent and 
significant relationship between the self-concept and academic 
achievement’. I would accept that research does show a significant 
relationship between academic self-concept and school achievement - 
what it does not show is such a relationship between global self- 
concept and achievement, because many non-achievers score high on 
global.measures of self-concept and self-esteem (Rosenberg, 1965) 
and it will be remembered that the theories of ’compensatory ego 
striving' etc have been invented to explain these facts.
However, to the research: Campbell (1965) and Bledsoe(1964),
using self-reported inventories, found a strong relationship between 
self-concept and achievement - this was especially clear for boys. 
Male under-achievers appeared to have more negative self-concept than 
female under-achievers. Baum (1969) also found that sex differences 
influenced the relationship between the self and achievement.
Using the Self-Concept as Learner scale (a self-report inventory), 
he found that girls, both high- and low-achievers, report higher 
self-concept than boys, and that girls as a group indicate higher . 
self-concept. (Shaw,Edison and Bell, 1960).
Shaw,Edison and Bell (1960) investigated the differences between 
achievers’and under-achievers' perception of themselves by use of
t
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an adjective check-list instrument. Their findings were inconclusive: 
male achievers seemed more positive about themselves than male 
upder-achievers. There was no clear finding for females; the 
authors observe that there seemed to be ’some contradictions’ in 
the adjectives checked. Fink (1962) also looked at differences in 
self-concept of achievers and under-achievers by use of a mixed 
battery of tests. He found.significant differences in self-concept 
scores between achievers and under-achievers: achievers rated 
themselves more adequate. Fink concluded that there is a significant 
relationship between academic under-achievement and that the 
relationship and that the relationship is stronger for boys than 
girls.
Since 1967 there have been numerous other studies which seem to 
point to a 'significant relationship' between self-condept and 
academic achievement. Campbell (1967) reported a low positive 
correlation between the Coopersmith Self-Esteem Inventory, a self- 
report questionnaire, and the achievement of fourth, fifth and 
sixth-grade students. Bledsoe (1964) explored the relationship of 
the self-concepts of fourth and sixth-grade children to their 
intelligence, achievement, interests and anxiety, using the Bledsoe 
Self-Concept Scale, and found significant correlations between the 
professed self-concept and the achievement of boys, but insignificant 
correlations for girls. Also in 1967, Irwin studied the self reports 
of freshmen college students and reported significant relationships 
between reported self-concept and academic achievement. He
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summarised his research by stating:
’It may well be that a positive conception of. one’s self as 
a person is not only more important than striving to get 
ahead and enthusiasm for studying and going to school, but 
that it is a central factor when considering optimal 
scholastic performance.’
In a study of black students, Caplin (1966) found that children 
who professed more positive self-concepts tended to have higher 
academic achievement. Gill found patterns of achievement 
significantly related to the perceived self in public school 
students. He concluded his paper by stating: 'The results of this 
study support the conclusion with such convincing uniformity that 
the importance of the self-concept in the educational process 
seems to need more emphasis than is presently given to it'.
Self Picture of the 'Achieving’ Pupi1:
There is a feeling that the successful student is one who is likely 
to see himself in essentially positive ways and this feeling appears 
to have been verified by a host of studies. In an early investigation 
of factors of achievement in high school and college, Gowan (1960) 
reported that achievers are characterised by self confidence, self 
acceptance and a positive self-concept. Bruckmari and Sheni (1966) 
considered effective and ineffective readers at the college level 
and found that the efficient and effective readers characterised 
themselves in favourable ways, which was not true of the ineffective 
readers. Farls (1967) studied intermediate-grade students and 
found that high-achieving boys and girls reported significantly 
higher self-concepts in general and self-concepts as students than 
low-achieving boys and girls. Also in 1967, Davidson and Greenberg
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investigated successful learners among lower-class children and 
the correlates of school achievement within this group. On three 
different and distinct aspects of the self - Personal Competence, 
Academic Competence and Social Competence - the high achievers 
rated themselves significantly better than did the low achievers.
In a similar study, Williams and Cole (1968) explored the relation­
ship between the reported self-concepts and school adjustment of 
80 sixth-grade students, and found significant positive correlations 
between their self-concepts and such variables as reading and 
mathematical achievement. Still another study relating self-report 
to achievement was accomplished by Farquhar (1968), who studied 
eleventh-grade high-school students. His study showed that over- 
and under-achievers respond with significant differences to items 
designed to measure their reflected self-concept, and that students 
with high academic productivity tended to have high self-concepts.
In an extensive research project which we have already mentioned, 
Brookover and his associates completed three projects (1962 through 
1968) which represented continuous phases of a six-year study of the 
relation of the self-concept of academic ability to school 
achievement among students in one school class while in the seventh 
through the twelfth grades. Among their findings were that the 
reported self-concept of ability is significantly related to 
achievement among both boys and girls, that this relationship 
persists even when intelligence is factored out, that achievement 
in school is limited by the student’s concept of his ability, 
and that the self-concept of ability is a better predictor of 
success in school than is' over-all self-concept.
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Reports also show that students with high self-concepts of 
ability fail to succeed in school. Soares and Soares (1969) 
completed a comparative study of the self-perceptions of, 
disadvantaged* and *advantaged* elementary-school children and 
found,on the whole, more positive self-perceptions among the 
disadvantaged than the advantaged children. Other studies which 
question the commonly held assumption that disadvantaged children 
have negative self-concepts include those of Kerensky (1967) and 
Garter (1968).
SELF-PICTURE OF THE NOU/UUDER-ACHIEVIUG PUPIL
Studies which support the notion that under-achievers tend to have 
negative self-concepts are numerous. In 19*6.0, Goldberg studied 
under-achievers in grades 9 through 12. On a list of characteristics 
and abilities called How I Am, the under-achiever was found to 
perceive himself as less able to fulfill required tasks, less .
eager to learn, less confident, and less ambitious. In the 
following year Shaw (1961) reported that under-achievers have a 
more negative self-concept than achievers and demonstrate less 
mature behaviour than achieving peers. This tendency toward 
immaturity .of behaviour was also reported by Bruck and Bodwin 
(1962), who studied students from grades 3, 6 and 11 and found a 
positive relationship between educational disability and immature 
self-concept as measured by the Self-Concept Scale of the Machover 
Draw-A-Person Test.
In 1963, Shaw and Alves attempted to verify previous findings 
(Shaw, Edison (S^ Be 11, 1960) that bright, under-achieving, male . 
high school students have more negative self-concepts than equally
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bright, achieving male students. Their results showed that 
male achievers and under-achievers reported significant 
differences on the variables of self-concept, self-acceptance 
and the self-acceptance of peers. They concluded that their 
study confirmed the results of the previous one: that male under­
achievers have more negative self-concepts than achievers. In 
addition, the 1963 study showed that male under-achiev.ers were 
less self-accepting and attributed a similar lack of self­
acceptance to their peers. Under-achieving females in the study 
had ambivalent self-concepts.
More recent studies seem to confirm the finding of earlier 
ones that uhder-achievers generally see themselves as less 
adequate and less accepted by others. Combs (1963) studied the 
relationship between self-perceptions and under-achievement in 
high school boys and found that under-achievers see themselves as 
less adequate and less acceptable to others, and that they find 
their peers and adults less acceptable. Durr and Schmatz (1964) 
investigated differences between achieving and under-achieving 
elementary school children, and reported that under-achievers 
were more withdrawing, and tended to lack self-reliance, a sense 
of personal worth, and a feeling of belonging. They also reported 
finding, behavioral immaturity and feelings of inadequacy.
Taylor’s 1964 review of the literature on personality traits
and discrepant achievement reported research findings that the
under-achiever is, among other things, self-derogatory, has a
depressed attitude toward himself, has feelings of inadequacy, 
f
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and. tends to have strong inferiority feelings. One study 
reviewed by Taylor which did not confirm the general theory of 
the negative self-evaluation of unsuccessful students was that 
of Holland (1969)» who found that the under-achievers in his 
study tended to have positive self-concepts. However, most 
investigators agree that the under-achieving student sees himself 
as less capable, less worthy and less adequate than his more 
successful peers. /
The available information on the non-achiever suggests that 
he also holds unflattering views about himself. A comparative 
study by Harding (1966) of Caucasian, male, high-school students 
who stay in school and those who drop out found that the dropouts 
have significantly lower self-concepts of their academic ability, 
when IQ and grade-point averages were factored out. Harding 
concluded that a student’s attitude toward his ability to achieve 
in academic endeavours is a critical variable in predicting whether . 
the student will continue in school or whether he will drop out.
There is a growing tendency to see poor reading ability as 
being closely bound up with feelings of personal worth. Zimmerman 
and Allenbrand (1965) studied urban fourth- and fifth-graders of 
middle to lower socio-economic status, half of Mexican descent, 
and found that poor readers, according to their performance on 
the California Test of Personality, a self-report inventory, 
lacked sufficient sense of personal worth, freedom, stability and . 
adequacy - to the. extent that they avoided achievement. Carlton
and. Moore (1966, 1968) have also given heavy emphasis to the 
importance ,of the self-concept to reading ability. They have 
shown that self-directed dramatisation and self-selection of 
stories can improve the reading skills of elementary school 
children while bringing about favourable changes in their 
professed self concepts. Lawrence’s (197^» 197.2) British research 
on reading and retardation will be reviewed later, but it belongs 
very much to this school of thought.
Willig (1974) (, unpub, Ph.D. thesis, University of Surrey), 
studied the Relationship between Children’s Academic Ability and 
their Constructs of Self and School-Related Attitudes.
Willig’s study compared children aged 10+ and 12+ in three 
middle schools where different forms of grouping were used. She 
found that high ability children were construed more positively 
both by teachers and peers than their low ability class-mates.
A relationship between level of academic ability and construct 
of self dimensions concerned with academic achievement and with 
attitudes of behaviour in class was found, but it was noted that 
the relationship between academic ability and school-related 
attitudes was limited and confined to boys. Overall, Willig 
claimed to have established ’a positive and highly significant 
relationship’ between children’s levels of academic self-constructs, 
their constructs of self on other dimensions studied and 
school-related attitudes. She concluded with a discussion of 
ways in which ’learning, conditions’ in schools might promote
positive attitudes by ’realistic’ constructs of self.
f
Willig’s research employed the Repertory grid which is a
research instrument based on Kelly Personal Construct Theory 
which has already been discussed and the limitations of which 
have been noted.
It is interesting to note the contribution of Pidgeon (1970) 
and Summer and Warburton (1972) to the research on achievement 
and self-perception.
PIDGEON - taking his cue from the research of Rosenthal and
Jacobson’s (1968) ’Pygmalion in the Classroom*, which claims to
have demonstrated that teacher expectations of pupils are ’self-
fulfilling prophesies* — looked at the contribution children’s
own expectations of themselves had on their motivation to achieve.
Pidgeon was involved in five international research projects,
but we are really only interested in his findings as they relate
to his English sample and to these children’s perceptions of
themselves. In his chapter 7, Pupils’ Expectations and
Aspirations, Pidgeon examined the relationship between a pupil’s
own conception of his capabilities and its.influence on
performance. He writes:
’The way in which a teacher’s expectation can influence 
his pupils* performance is not difficult to see. If a 
teacher regards a particular process or conception as 
being beyond the capabilities of his pupils, he clearly 
does not teach itf and presumably his pupils will not 
learn -it. The idea can be put forward, however, that a 
pupil’s conception of his own capabilities will also 
influence his performance. If he is led to believe that 
he is capable of little, that is, has low expectations of 
himself, he- will have little motivation and will, in 
fact, achieve little.’
Thus the causal link between poor achievement and negative self- 
concept is madeu and clearly in this analysis it is the teacher
’who has led’ the child to have this negative view of his 
capabilities. Those who doubt the continuing influence of 
Herbartian philosophy, please take note. Children learn what 
teachers teach; otherwise ’presumably they do not learn it’.
If teachers teach children that they are incapable, children will 
learn that they are incapable and will perform accordingly. How 
deterministic can you get !
Children are. passive, blank sheets, ' , upon which
teachers write out a flow chart for success or failure. However, 
•back to Pidgeon: he admits that it is not easy to test the idea 
that pupils’ self-concepts affect their performance but it is 
worth trying. The English sample in the I.E.A. Mathematics Study 
Husen, (1967) ' — pupils were asked what sort of jobs they
expected to take up when they left'school. Pidgeon used these 
forecasts as indices of pupils* expectancy and compared them for • 
pupils in different schools.
His hypothesis was: of the three occupation status measures
(Professional, Clerical/Managerial and Manual): (d ) desired;
(e ) expected and (f ) father’s, it will be found that D > E >F 
but that D and E will agree more closely for selective school 
pupils, and E an d F will agree more closely for non-selective 
pupils.
His sample - included pupils from Independent Day and Boarding 
Schools, Grammar, Comprehensive and Secondary Modem. He coded 
the desired and expected occupations of the pupils on the same
scale, as the father’s occupation - a nine point scale from 
1 Higher Professional to 9 Unskilled for coding, father’s 
occupational, status, and found the first part of his hypothesis 
supported. Desired occupation was greater than Expected, except 
among ’A ’ level candidates where the difference between D and E 
was virtually zero. He also noted that the relative differences 
between Desired and Expected occupations and the fathers’ 
occupations increase in his restricted populations (i.e. ’0’ and 
’A ’ level candidates) but he attributed this to a possible defect 
in the occupational scale used. He ’most interesting* result 
occurred within school types, and gave only weak support to the 
second part of his hypothesis. In the selected schools, 
Independent and Grammar, the differences between Desired and 
Expected occupations were slight and non-significant, whereas 
the differences between Expected and Fathers’ are much larger 
and nearly all reach significance. In the Secondary Modem, the 
Desired-Expected differences are not so dissimilar from.Expected- 
Fathers’, though in the Comprehensive ’restricted population’
(of ’O’ and ’A ’ level pupils) the pattern resembles that in the 
selective schools. His final comment on the evidence:
’A careful examination of the results reveals how both 
the aspiration and expectations of those pupils who do 
well in schools (judged by the fact that they remain to 
the sixth form) stay at a high level irrespective of the 
type of school they have attended... Clearly, there is 
a strong association between success in school and having 
high expectations. Without doubt, doing well in school 
will lead pupils to anticipate high status jobs, but it 
is also possible that having high expectations spurs a 
pupil on to do well in school.’
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In a .chapter that was supposed to he dealing with pupils1 
perceptions of their ability and its effect on achievement, we 
are given evidence which shows that children at Independent and 
Grammar schools and in the top streams of Comprehensives (i*e* 
virtually Grammar School types (Ford, 19^9)) arc expected to 
have their desired occupations* There was not a perfect match 
between fathers* occupations and Desired - but what does that 
mean? It could and more than likely does mean that those children 
were after even higher occupations than their fathers - except for 
the odd ‘hippie type* who might decide to do painting and 
decorating* The fact is, Pidgeon does not give us that .information* 
In any case, it is not really important, because what we see here 
is not evidence of children’s self-perceptions on their achieve­
ment but rather the working of the class system as it operates 
through schools - Boudon’s evidence of father’s occupation, 
length of schooling arid son’s expectations demonstrates very 
clearly that sons’’occupations are more closely linked to fathers’ 
than to other factors including length and type of education.
Pidgeon’s main concern in the report of his research is to 
show that environmental factors are as important as intelligence 
in influencing pupil performance in schools. Amongst these 
environmental factors are teacher expectations, which in turn 
influence pupil expectations and performance* Summer & Warburton 
were more directly concerned to study the Attitudes and Personality 
of Pupils and their influence on school success*
• <■
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Summer & Warburton (1972) - Achievement in Secondary Schools 
They were interested to investigate the joint impact of environment 
and personality on school achievement and the first question they 
posed as part of their enquiry was:
(1) What part is played by the pupil's personality in school 
achievement?
They differentiated between 'industrious' and 'allergic' pupils 
and pupils were drawn from five types of schools, grammar, 
technical, direct grant grammar, public, comprehensive and 
secondary modern in England and Wales. Each school was asked 
to nominate two experimental groups, 3 each of most and least
industrious pupils in each of 13-, 14-, 15- and 16 year old age
bands.
Although we are mainly interested in SumHer and Warburton's 
findings regarding pupils' self-perception and achievement it 
is interesting to note their findings on allergic non-industrious 
pupils' attitudes to schools and teachers, especially in the light 
of Pidgeon's earlier comments on teachers' expectations and their 
influence on children.. Writing of the views of allergic children, 
they say:
'They do not identify themselves with school and they 
oppose school uniform. The varied activities taking 
place in schools have little appeal for them and they have 
fewer suggestions for ways of improving schools...
It is hardly surprising that in the view of many of these
pupils,, life begins when school is over.
A great proportion of allergic children suggest that the 
best way to improve the school would be to knock it down 
and rebuild it, and no doubt they would much enjoy the first 
half of the process. Their feelings about teachers are 
shown by their willingness to sack "unsuitable" teachers 
and to see school discipline relaxed.
A great number of allergic pupils have poor relationships 
with teachers... They do not co-operate with strict 
teachers or bring equipment to school when requested to
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do so. Teachers are thought to favour hard-working pupils 
and, as a final injustice, to be too well paid,'
These views of allergic pupils who are also poor achievers do
not square with the view which Coopersmith, Pidgeon (1970),
Rosenthal and Jacobson (1965), Nash (1973), Barker Lunn (1970)
etc, have put forward of passive subjects internalizing teachers1
views and simply reacting by fulfilling teachers* expectations.
Listen to the views of allergic pupils on the relationship between
school and work:
They do not doubt their capacity to earn a good living, 
being quite confident, for example, that they could cope 
with life perfectly well if they became orphaned. They 
do not consider that schoolwork is particularly relevant 
to success in life or to higher earnings.
Summer and Warburton comment:
’Their attitudes are apparently related to their parents* 
outlook, which is perceived in much the same way, i.e. that 
success is not closely related to attainment in school*.
It is probably just as well they think that, for if Boudon’s theories
are right, there is not a lot of room at the top or in the middle
either and if these children thought any differently, somebody else*s
children would have to move down to make room for them. This is
the point that Paul Willis (1978) makes in his study of the way in
which the world of school relates to the world of work and in which he
argues that working class children use the factory model to interpret
school and by doing so are more effective in keeping themselves down
than any systematic conspiracy by schools to keep them down.
However, we are here mainly concerned with Summer & Warburton’s
findings on personality and achievement/attainment in school.
r
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Having analysed their data for the total sample, they came to 
the conclusion that 1 ability/intelligence was the most important 
factor in school attainment - the ascription of high motivation .. 
tends not to be related to high attainment or to high ability*.
In other words, Coopersmith*s justification for femotion in the 
classroom1 is seen on this evidence to be quite irrelevant: 
attainment and motivation are products of high intelligence. It 
is assumed that highly intelligent people are motivated to succeed 
and since high intelligence is associated with high social and economic 
status, increased motivation will have an effect on social mobility.
But sipce social mobility is a function of social structure, Emotions*
i.e. motivation, can have little effect on overall social mobility 
(Bourdieu). The real battle is fought on other fronts. This is 
even more clear when we look at Summer & Warburton*s analysis of 
*Self-Criticalness* in high and low achievers. In the sample of boys, 
they found:
1 that self-criticalness appeared to be the product of 
emotionality combined with high verbal ability. Boys 
high on this factor enjoyed much of their school work 
and had high general motivation. They achieve quite a 
lot but nonetheless do not develop a hi,gh opinion of 
themselves.
It will be.remembered that Musgrove (1976) reached similar 
conclusions about his sixth form Grammar School boys and that 
Rosenberg (1965) and Rosenberg & Simmonds (1974) also reached 
very similar conclusions in their research.
In conclusion we quote from the section on self-perception in 
which Summer and Warburton outlined the additional data they
f  ■ ,
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got from loosely structured interviews with pupils in both 
allergic and industrious groups. Of self-perception, they 
say:
'The way in which the pupils think they are regarded by 
others who count for something in their lives was examined 
by a brief series of questions. This perception, it is 
thought, helps to shape the role pupils accept and the 
way in which they seek to make their presence felt. It 
plays an important part in the formation and composition 
of the. self-image, having much to do with the projection 
of the self to others, and supplying the means for assessing 
one's own unique individuality.'
They continued:
'For the most part the least industrious pupils knew how 
they were thought of by their friends and teachers. They 
also, showed little desire to change their perception by 
behaving in a different way.'
And the industrious pupils? They were:
'Commendably modest on commenting on their attributes, 
though they were fully aware of their place amongst 
(teachers') angels.
The industrious children behave well, work well and are rewarded 
for it by teachers. But the least industrious have to look elsewhere 
for their rewards and we have already been told that their hobbies 
and pastimes have few implications for formal education: baby sitting, 
going out with mates, and spending a lot of time and energy in 
bringing their incomes up to an acceptable level, i.e. working.
Thus we can see that the conditions for influencing self­
perception - that the 'significant other' should count for something - 
has not been fulfilled amongst the 'allergic, non-industrious, 
poor achievers' in this sample. I would suggest that the same 
conditions hold good for many working class children (Hargreaves, 1978) 
and certainly for most lower class black and white children who, 
remember, are the children whose self-attitudes need to be changed
so that their level of attainment and achievement at school can be
improved..
SELF-CONCEPT AND ASPIRATION
We have just read what Coopersmith had to say about the 
importance of self-concept and education and the role of teachers 
in fostering positive self-concept in their pupils* Children 
will succeed if they believe they can succeed* Let us consider 
what two of our earlier theoriests, Coombs and Syngg (1948) had 
to say specifically on the formulation of goals and on aspirations
'Depending upon the concept of self-possession by the 
individual, he will choose this goal or that as 
appropriate for such a person as he regards himself to 
be-.** Whatever goals are considered worthy of the 
individual's consideration are dependent upon the way 
in which-he regards himself and the kind of expectancies 
. he has acquired in the course of his experience**
Coombs & Syngg, 1948
We now look at some studies which have examined, the link between 
self-concept and aspiration, starting with:
Morris Rosenberg (19^5) reports from his study of some- 5,000 -New 
York State high school juniors and seniors that those low in self­
esteem wanted to avoid occupations involving subordination or 
superordination or competition. He also found that those scoring 
low in self-esteem are as likely as those scoring high, to want 
to succeed in life, but much less likely to find that they will 
in fact do so.
Backman and Secord (1968) also related aspects of self-conception 
to occupational aspiration and found preference for particular 
occupations amongst a small sample of college students was related 
to 'congruence* between their own conceptions of self and what 
they felt were ‘typical features of people actually pursuing given 
occupations.
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Shibutani (1961) interpreted self-esteem as a more global and 
evaluative sense of personal worth, tied to specific abilities 
only indirectly, if at all. More important than the tie with 
specific abilities are the symbolic definitions of significant 
others as these are related to worth, success, prestige and/ 
the culturally standardised *appropriate1 directions and levels  ^
of aspiration. He argued that since the possible roles themselves 
are rated in terms of prestige and other verbally communicated 
qualities, there may be a tendency towards cognitive balance 
between the sense of personal worth and the levels of roles 
aspired to. In other words, in formulating their goals people 
take into account what is possible, i.e. what they will be allowed 
to do as well as what they are actually capable of doing.
Alder (1956), Horney (1942), Cohen (1959)» Rosenberg (19^5)
and Shibutani, arguing along the lines expressed above, have
suggested that there cannot be a strictly linear relationship
between self-concept, self-esteem and aspiration. Departures are
expected and are explained in terms of ^go-strivings1 to maintain
the idealised self-image (Horney), inferiority feelings and
compensatory strivings for superiority (Alder) and unrealistic
goal orientation (Cohen). These formulations are used to explain
unusually high levels of aspiration, mobility into elites and a
compulsive drive to achieve. Rosenberg has suggested that much
the same mechanism operates regarding the relationship between
self-esteem and concern with political affairs. Those lowest in
self-esteem are likely to feel completely worthless and in a 
{ , ' .
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hopeless situation; others (also low in self-esteem) but somewhat 
less despairing may perceive achievement, superiority and social 
mobility as possible routes to self-enhancement; thus they may 
aspire.higher and put in more effort than those who are 
moderately higher in self-esteem.
C.Gorden (19^9) in his research on Self-Concept,- Race and 
Family Factors as Determinants of Achievement Orientation, 
hypothesised that *the more favourable the self-conception, the 
higher the level of aspiration*, and found a positive association 
between self-conception and aspiration; which he observed was 
*given consistent and rather positive support by the matrix of 
zero-order Pearsonian correlations arrayed separately by race*.
(
166
3.5 OTHER RELEVANT RESEARCH
1. Staines (1958): The Self-Picture as a factor in the Classroom.
2. Hash (1973)s Academic Self-Perception (in Classrooms Observed)*
3. Lawrence (1971» 1972) Self-Concept/Self-image and ’Retardation*.
4* Thompson (1974): Self-concept among Secondary School Pupils*
5* Marshall (1974): Investigation of Children’s Attitude toward
themselves as a feature of delinquency process.
6, Bennett (1976): Teaching Styles and Pupil Progress - Self-Concept.
7* Jordon (1978): The Structure and Correlates of Self-Concept in
. different types of primary classrooms.
1 Staines (1958)
THE SELF-PICTURE AS A FACTOR IN THE CLASSROOM
Staines was interested to find out ahout the effects of different 
kinds of self-picture upon learning* His method of research was 
to observe and record two pairs of teachers in a Junior and 
Infants'School ’to copy down and classify all that was said and 
to interview the children at any time1. The two pairs of 
teachers were of comparable experience and were rated by their 
respective Head Teachers as similar in proficiency.
The classes were similar in numbers of boys and girls, in age, 
intelligence and social class as judged by father’s occupation.
The children were mainly working-class.
f
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people likely to be most influential in determining the Self­
picture are teachers. Two hypotheses were formulated; that it 
is possible to distinguish reliably between teachers in normal 
class-rooms in respect of the frequency and kind of comments they 
make with reference to the.Self; and that it is possible to teach 
so that, while aiming at the normal results of teaching, specific 
changes can be made in the self-picture.
2. The results of the investigation indicated that:
(a) The first hypothesis was supported. Marked differences 
occurred between teachers in the frequency of Self-reference in 
their comments, particularly in their positive or negative comments 
on the child's performance, status and self-confidence or potency.
(b) The second hypothesis was also supported. One teacher studied 
the Self-ratings of his class and tried to teach so that certain 
Self-ratings were changed. A small number of changes occurred in 
Self-traits, but statistically significant changes were found in 
two dimensions of the Self, certainty and differentiation. Both 
changes were interpreted as indicating greater psychological 
-security.
■(c)'A control class taught by a teacher regarded as typically 
’sound' and having no awareness of the Self-picture as an outcome 
of education showed significant decreases in certainty about the 
Self and in differentiation. The uncertainty spread throughout 
the Self and was significantly greater than that of the experimental 
group. Both changes were interpreted as leading to a marked 
psychological insecurity. These changes, usually indicative of
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poor adjustment, were the unsought and unnoticed concomitant 
outcomes of normal methods aimed at securing the usual academic 
results.
(d) Standardised tests showed that both classes made about the 
same gains in some aspects of English and Arithmetic over the 
experimental period.
(e) The analysis of the Self into categories and dimensions and 
the use of a Self-rating scale appear to provide a useful method 
of discriminating between teachers according to the Self-reference 
of their words and of their methods of managing situations in the 
class-room.
Staines’ research has been referred to in the literature on 
education and self-concept as it appeared to offer a perfect model 
for teaching for improved self-concept and justification for such 
intervention. Staines himself was completely convinced about the 
efficacy of this kind of work. He argued that:
’The educational significance of the Self is reaffirmed 
when it is realised that changes in the Self-picture are 
an inevitable part of both outcomes and conditions of 
learning in every class-room, whether or not the teacher 
is aware of them or aiming for them. They occur, as in 
A ’s class, where the teacher deliberately included them in 
his teaching goals and adapted his methods accordingly, and 
they occur in B’s class where the teacher, aimed at orthodox 
goals and was ignorant of these correlative factors.
Since both classes were reasonably typical and both teachers 
recognised by their headmasters as competent teachers, it is 
reasonable to generalise and expect such factors to operate 
in all class-rooms.
It is also clear from the experiment that teaching methods 
can be adapted so that definite changes of the kind sought 
for will occur in the Self.. The Self can be deliberately 
produced by suitable teaching methods. In this experiment 
a start has been made in the task of relating aspects of 
teaching methods to categories, levels and dimensions of the 
Self.’ ' ‘ .
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It ;can "be seen that the views which Coopersmith etc. have 
developed in America on the influence of self-concept on 
education were well explored and investigated in this country 
and then apparently dropped for several years• In my view,
Staines' research suffers from the same problems as Wash's - he 
is looking at working-class primary and infant school children 
but appears to take no account of this fact beyond mentioning it 
once* He attributes the same god-like qualities to teachers as 
Wash and others do - even though teachers may be more influential 
in this age group one still doubts and questions the causal 
relationship which seems to be argued for, between teacher views 
and methods and pupils' self-concepts.
Wash (1974) has suggested that poor self-concept in working-class 
children might be related to what Bernstein (1964) has labelled the 
'restricted code* of working-class language. Bernstein's early 
work suggested that working-class speech tends to be more concrete 
and 'restricted' in its symbols and codes, whereas middle-class speech 
is more elaborate, using codes which are 'abstract' and flexible and 
fit in with the language of the formal educational system. Wash has 
re-interpreted Bernstein's theory in Meadian terms, arguing that the 
self-concept which the child acquires is mediated by the linguistic ‘ 
codes of their families. Restricted codes leading to restricted concept 
of selves. Wash was careful to label" his chapter Academic Self-Perception, 
although he soon slips into suggesting that he is really talking about 
global self-concept and not just a facet of it as manifested in academic 
<
self-concept. He writes:
♦There can be little doubt that low-ability children in 
non-streamed classes taught by teachers with a strictly 
traditional approach have very poor self-concepts indeed.*
Wash came to this conclusion on the basis of the following study:
♦In order to make a close study of the self-concepts of 
ability of some of the children in this sample the observed 
secondary class, JEdze11', was interviewed. Each pupil as 
seen individually and presented with a set of thirty-five 
cards on each of which was written the name of one of the 
children in his class. The pupil was asked to sort the 
cards into three groups: (i) a group "a bit more clever
than you", (ii) a group "about the same as you", and 
(iii) a group "not so clever as you". The names of the 
pupils placed in each group were noted. To establish the 
child's estimate of his position he was given those he 
had named "about the same" as himself and asked to "put 
them in the right order". His own name is included in 
this group. If, for example, a child placed ten pupils 
in group (i), and twelve in group (iii), his estimate of 
his position must lie between eleventh and twenty-third.
If the pupil then places himself fourth in group (ii), 
his position must be fourteenth. This procedure avoided 
giving children the rather tedious task of ranking thirty- 
five cards. The resulting positions were rank-ordered.
Ties were permitted.
A second measure was obtained by counting the number of 
times each pupil was named by his classmates as "more 
clever than me", subtracted from the number of times he 
was mentioned as "slower than me". For example, a child 
named as "more clever than me" by twenty of his classmates 
and as "slower than me" by twelve would receive a score of 
+8. These scores, which ranged from -31 to +34 were ranked. 
Ties were permitted. This rank was assumed to correspond 
to the position each.child was collectively seen.to hold.
There are now two ranks: (i) derived from pupils* estimates
of their own positions, and (ii) derived from pupils* 
estimates of each-other's positions. These were found to 
be significantly correlated, r. 0*72. Analysis of the data 
shows that for thirteen of the thirty-three pupils tested 
(two were absent) the two ranks were within plus or minus 
3 points. Another eleven pupils saw themselves as within 
plus or minus 6.5 points of their position as seen by 
others. Five children badly under-estimated their position 
as seen by others and were not thought to be as poor as they 
thought themselves. Four over-estimated their positions 
and thought’ themselves better than their classmates believed.'
Interact ionist theory led Nash to predict that 'children 
perceived -unfavourably by their teachers will develop unfavourable 
self-concept and that these will be reflected in the low class 
positions; these children will believe themselves to have ... 
conversely ... children favourably perceived will believe them­
selves to be highly placed in class’* He tested this hypothesis 
by correlating the teachers' perceptions of their pupils with 
the pupils* own estimates of their positions* He reported a 
correlation of 0*54» and inferred that this would mean that the
correlation between the teacher's perception and the pupil's
*
estimate of each other would also be high# He found this to 
be O.69 which he took as reflecting a 'high degree of agreement 
between pupils' and teachers' perceptions, of relative abilities 
in the classroom'*
Nash included a number of brief case studies and descriptions 
of classroom behaviour upon which he developed his theory that 
'the child is actively engaged in working out through his day-to- 
day interactions in the classroom a pattern of behaviour from 
which he and others build up expectations for his future behaviour 
He suggested that 'within the classroom there is a commonly agreed 
body of knowledge about the relative abilities of all its members' 
He believed that his results support the interactionist theory 
that children are continually engaged in forming a concept of 
themselves and developing a consistent pattern of behaviour 
appropriate to this self-concept. He also suggests that there is 
evidence 'that the firmer these patterns of behaviour become the
more /unshakeable the models constructed by others will be and the 
more power their expectations will have in confirming the other's 
behaviour. And the models and expectations children have of each 
other may be as important in determining academic behaviour as 
those of the teacher.*
Brian Davies(1976) has been critical of Hash's research; he 
says:
'Altogether, Nash is very much impressed by the power of 
teachers' images, transferred into practice and applied 
over weeks and years to a child... Teacher expectations 
do not simply jump interactive gaps, like hot
sparks, to affect child behaviour. Rather, they are part 
of a network of ongoing pressures, other sources of which 
are from the individual child's point of view, self and 
peers as well as parents and other adults, which sustain 
. and alter identity. Without doubt, individual teachers can 
have powerful influence for individual good or evil. But 
we need to recognise that as children do become older, 
'significant others' tend to increase in total and thin 
out. Individual teachers can be coped with as 'crazy* 
or 'great* and their subjects live or die. Children may 
become very skilled at coping with teacher variation, but 
by the time they can do so well, self-concepts are likely 
to be driven deep.*
I agree with Davies* comments and criticisms - the only short­
coming being that he did not mention TV as a 'significant other*. 
Recent research by I*B.A. (’1976.) has suggested that TV exerts 
a powerful’ influence on.attitudes to violence in some teenage 
boys - children on average watch between 2-5 hours of television 
per day. It is reasonable to assume that television must exert 
as much influence on some children's self-perception as it 
apparently does on some children's behaviour and attitude to 
violence•
3. LAWRENCE C1971t 1972) tried to assess the effects on reading
attainment of individual personal counselling compared with
results obtained from a traditional remedial programme, and to 
compare the association between self-concept and reading 
retardation in primary school children. He found that at the 
end of the six month period the counselled group.showed *a 
significant rise* in reading attainment over all other groups, 
together with improved self-concepts. Non-professional 
counsellors achieved results on a par with professional workers. 
Lawrence stresses the 'emotional warmth1 of counsellors* relation­
ships with the pupils as the most significant factor in achieving 
success. He quotes from Rogers' dictum: 'it is the quality of
the interpersonal encounter with the client which is the most 
significant element in determining effectiveness'.
4* THOMPSON (1974): Self-Concept amongst Secondary School Pupils 
Thompson carried out this investigation between 1967-1970 as 
part of the N.F.E.R. Constructive Ed. Project. The data was 
collected as part of a study of attitudes of first- and fourth- 
year pupils in 20 secondary schools. A summary of the study is 
reported below.
(a) SUBJECTS
The sample, in 1967, comprised 1,310 boys and 1,073 girls in 
their first year of secondary school; and, in 1970, any of these 
pupils remaining in the same schools in their fourth year 
(1,170 boys and 949 girls). Teachers were asked on each occasion 
to nominate pupils (i) who stood out in their age groups as stable 
and well-adjusted; (ii) 'whose "maladjustment" is such that you 
would undoubtedly refer them for psychological or psychiatric
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guidance or -treatment if such a service would readily cope with 
the demands made on it••••*; (iii) who had appeared "before the 
court at any time.
Table 2 shows the numbers of boys and girls in each group in
1
their first and fourth years.
TABLE 2 Thompson, 1974
NUMBERS OF PUPILS NOMINATED AS WELL-ADJUSTED, MALADJUSTED AND 
DELINQUENT
BOYS GIRLS .
Well Maiad- 
adjusted justed
Delin­
quent ■
Well
adjusted
Malad­
justed
Delin­
quent
1st' year 164 64 21 147 44 6
4th year 165 40 70 174 49 14
1
The data analysed in this paper refer to these pupils only.
(b) THE INSTRUMENT Thompson used the instrument developed by 
Osgood et al. (1957); they described the ‘Semantic Differential1 as 
a measure of connotative meaning, i.e. that aspect of meaning 
concerned'with the associations rather than the literal meaning 
of the word. Osgood*s instrument attempts to register the 
connotations which a concept has for an individual on a number 
of bipolar scales such as ’bad* ... .’good*, ‘unsuccessful* ... 
.‘successful*. The respondent has to place a mark in one of the 
intervals on each scale. Thus ‘peace * might be rated as very 
good but relatively unsuccessful. Such an instrument was 
considered to be appropraite to explore how pupils saw themselves 
and how they thought others saw them.
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The main points, to emerge from Thompson's research were (1) no major 
variations between wellr-adjusted, maladjusted and delinquent pupils 
when evaluating 'self* on a semantic differential scale; (2) maladjusted 
and older delinquents rate themselves as being perceived less favourably 
than do well-adjusted pupils; (3) older delinquents appear peer rather 
than adult orientated; (4) well-adjusted boys and girls value adult 
approval; (5) 'unsuccessful-successful', 'bad-good' and 'masculine- 
feminine* are the scales which differentiate the divant from the well- 
adjusted groups; (6) doubts about personal value also show up on the 
scales 'boring-interesting' and 'unreliable-reliable', the divant groups 
being less sure about personal worth. Further, differences emerge 
between delinquent and adjusted on the 'tough' items 'soft-hard*, 'cruel- 
kind* and 'dirty-clean*, all part of the 'bad boy* image.
MRSHALL (1974) &n(l his associates also looked at self-concept/self- . 
esteem in relation to delinquency. They used the Rosenberg (1965) 
self-concept scale to measure the self-attitudes of their sample of 
Northern working-class secondary school children. A battery of test 
items intended to discriminate 'delinquency-proneness* was used. They 
found that' the Rosenberg scale did differentiate potential delinquents . 
from non-delinquents and that 'delinquency proneness* correlated with 
a number of other attitudinal items including (1) hyperactive maladjustment 
.(2) social reactivity; (3) negatively with academic orientation;
(4) negatively with home orientation and again negatively with (5) 
parental interest (6) aspiration and (7) attainment kand self-sentiment 
strength.
f .
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Bennett (1976) was concerned to assess the effects of different 
teaching .styles on the performance and progress of a sample of 
primary school pupils. Pupil personality, including a dimension of 
self-concept, was included in the study because it was felt that 
teachers believe these variables to be important in the classroom. 
Bennett approached this area of research on self-concept and 
schooling with some caution, noting the ’bankruptcy of the 
theoretical rationale, the poor construction and unknown validity1 
of the inventories used, and the mode of statistical analysis 
adopted. He used the semantic differential technique, the 
constructs of which were derived from essays written by his two 
groups of formal and informal pupils. Jn order to examine whether 
informal' ’relationship-based* teaching styles resulted in 
differentiation between groups in the way they assessed themselves 
and each other, Bennett added the sciometric technique developed by 
Minuchin et al.(l969)* Pupils were asked to nominate those pupils 
in their class who were most like, and least like, a list of 
behavioural stereotypes provided: ’the children that I most often 
work with*; ’here is a child who usually does as he is told and 
is good at his work’. Prom the data collected by these two 
instruments and by. the use of sociograms based on pupils’ 
popularity ratings, Bennett concluded that there was no difference 
in the effects of formal and informal teaching styles on the self- 
concept and self-esteem of the pupils.
’It had been hypothesised that teaching styles would have 
an effect upon the way that the pupils perceived themselves 
and others. This was not found to be the case...’
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Joyce Jordan (1978), using similar methods to Bennett (1978), 
investigated the self-concept of children in different types of 
primary .classroom classified (according to teaching style) as 
affective or academic, affective stressing feelings and the 
•developmental ' process involved in learning and academic "being: 
more clearly related to academic goals* This classification 
corresponds to Bennett»s formal and informal and, like Bennett,
Jordan found no difference in the self-concept of the children she 
studied, related to type of classroom management and teaching styles.
S U M M A R Y
This chapter examined the contemporary situation in urban schools 
today, where *school failure* in terms of disruption, truancy, stress 
illnesses of pupils and teachers have led to the development of 
•treatment programmes* employing a variety of psychotherapeutic 
methods with the aim of improving children's self-concept and thus 
their attitude to-school, their behaviour and school achievement.
We looked in detail at' Coopersmith's ideas on *self-concept in the 
classroom* and his proposals for providing the optimum self-concept 
enhancement conditions in the classroom. We then examined some 
research findings on self-concept and social class, achievement and 
aspiration which seemed to have a bearing on the discussion. The 
research on the whole is inconclusive and contradictory - varying from 
Staines and Wash, who seem to confer on teachers almost god-like
.powers of-influence over children, to Bennett and Jordan, who found
f , '■
that * relationship-based* informal teaching methods had no apparent
effect on the way children perceived themselves and their classmates.
D I S, C U S S I 0 N
{% '■
A recent article in The Guardian (23«11«77)t Teaching the E.E.C, 
Jet Set, reported that Britain was to have its first European 
school for the children of European scientists and bureaucrats:
’The school, which will take children between the ages
of 5 and 18, has 200 purpose-built study-bedrooms and
the D,E,S« is also hoping to offer a boarding school 
education to the children of British diplomats working 
for the E,E.C, and other people working overseas.
The facilities and education offered at the school will 
be equal to a public school education,•• tuition in five 
languages with the possibility of Danish being taught if 
there is enough demand. Glass size unlikely to exceed 
30 in any subject and will be reduced to single figures 
in some subjects ••• Facilities include a superb 
Chapel, a well-equipped libary, playing fields, music 
rooms, science laboratories and a large hall and stage,*
The article is sub-titled ’Elite School for EEC Children’,
Those of elite status know what education they want for their
own children — the debate is really about what education is
provided for the mass of other people’s children, and the
potential elites amongst them. The elites do not agonise
about the aims of education - they know them - five or six
languages, science, music, sports and a ’superb Chapel’ in
which to thank the:Almighty for these privileges. If their
children are ’unhappy’ or the self-concepts are poor or damaged
or their self-esteem suffers, then they can always take a course
in co-counselling or sign up with one of the many therapists
or psychoanalysts who minister to the damaged self-concepts of
the rich and well-off. Of course they will be able to afford
f
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the price of therapy - starting at £25 per hour, having 
•achieved* their rightful status in the job market, with 
annual salaries in the four or five figure range*
The same edition of The Guardian which carried the article 
on *Elite Schools* also carried an account of the D.E.S* & Welsh 
Office Report , *A Study of School Buildings *. The Guardian 
reported the study as saying that:
*••• the main problem in schools is lack of space* Some 
statistics included: 37% of primary schools overcrowded*
8,000 out of 23,000 were built before 1903* Of the 
. 12,500 primary schools built before 1946, 49% had outdoor
lavatories, 80% inadequate staff accommodation, 26%
’’grossly inadequate sites’’ and 18% were in poor environ­
ments. Just under half the 5»000 secondary schools were 
overcrowded. Over half did not have enough practical 
facilities such as laboratories and workshops and 36% 
insufficient large spaces, such as halls. One-fifth were 
built before 1948 and of these 83$ had inadequate staff 
accommodation, 28% had outdoor lavatories and 22% 
temporary prefab kitchens.*
The tale of woe continued and ended with a statement that £1,500
million was needed to put things right by 1986.
The arguments of those who say that it is working-class, '
lower-class and black poor self-concept and self-esteem which
needs treatment so that they can achieve better in school is
a false and dangerous argument based on incomplete and unsound
theoretical assumptions and biassed research findings which
ignore the vast body of evidence which shows that achievement
in school is overwhelmingly related to social class (Boudon, 1973;
Halsey,’ 1975 ); that successes in later life are only marginally
related to school and much more related to class (jenks, Boundon,
Tyler . )• Thaj; the allocation of educational resources in Britain
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on a regional basis reflects this inherent class bias (Byrne et al. 
1975) and most of all that no body of research has ever demonstrated 
unequivocally that the children of the working-class as a whole, 
poor children or black children in particular have poor self-image 
or self-esteem. Rather the reverse is true - self-esteem is not 
related to socio-economic status (Rosenberg); if anything, children 
of parents of low socio-economic status have higher self-concept 
scores than those of higher socio-economic status.
Why do children of lower socio-economic status have higher self- 
concept scores than children of high/higher socio-economic status?
In analysing the perception of education and aspiration in middle- 
class and working-class children, Swift (1968) observed:
’There is an enormous amount of research evidence to 
show that middle-class children aspire to higher 
occupational and economic levels than working-class 
children (Bruckman, 1966; Jackson & Marsden, 1961;
Kahl, 1953; Rosen, 1956; Sewell et al., 1957; Stacey,
1965; Swift, 1967; R.H.Turner, 1966). It is also 
probable that they try harder at all tasks, presumably 
because of the view of ’themselves in relation to tasks’ 
which they are taught (Hyman, 1953; Rosen and d’Andrade,
1959).’
He linked the discussion to the child-rearing methods of middle- 
class parents (Davis, 1938) whose methods tend to produce high 
levels of anxiety about all forms of achievement. Although he 
said that at that time (in 1968) there was no evidence to support 
this for the British middle-class. However, recent work by John 
and Elizabeth Newson (1976) does in fact tend to support the 
suggestion that middle-class parents produce high levels of anxiety 
in children and to offer ’conditional love’ - conditional upon
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achieving success in schools and acquiring appropriate skills.
Two major effects of this type of child-rearing will be:
(a) high achievement
(b) high anxiety/low self-concept.
This is essentially the argument which Musgrove advanced to explain 
the low self-concept and self-hatred which he found in his sample 
of grammar school boys. In his chapter entitled ’The Good Home’, 
he described the effective home as the ’demanding’ home: the parents 
set high standards from an early age; they are ambitious for their 
children; they reward infrequently and without generosity; approval 
and affection are conditional upon achievement. But within the 
framework of high demands and expectations the child is free to 
learn and good opportunities are afforded for him to do so. He 
concludes:
'The driving, demanding home, with exacting standards and 
expectations and remorseless pressure on the children 
appears to be the ’good home' in terms of achievement at 
school and economic success in later life. Schools reflect 
middle class values and middle class children experience a 
continuation of these ’child care' methods at school - if 
they continue to achieve they are valued; acceptance and 
affection are conditional upon performance. Studies of the 
personality of high achievers both in Britain and America 
tend to support this view (Getzels & Jackson, Brown (1962);
Kent & Davis (1957).’
Thus Musgrove argued that the grammar school may be failing to
promote ’self-confidence’ amongst youngsters in the sixth form and
he called for further investigation of the role of grammar schools
in creating anxiety and low self-concept in children. His
concluding remarks included these observations:
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’Any interpretation of the grammar school pupils’ 
negative attitudes to school can only be speculative.
, The grammar school measures up to the considerable 
demands for intellectual development and personal 
advancement. But it is seen as a largely restrictive 
institution, and many pupils appear to find staff“Student 
relationships remote and chilling.
The negative self-concept of sixth-formers is in line 
with this picture. The developed critical powers of 
senior pupils might be held to account for their 
comparatively unfavourable view of themselves and their 
schools.... The sixth form probably tends to select 
negative introverted personalities; their negative 
and introverted characteristics are perhaps reinforced 
by their experiences. Negative self-concept may be a 
necessary price of high academic attainment under 
highly competitive conditions.’
If we accept Ford’s (1969) analysis of comprehensive schools as 
largely mirroring the tripartite system of grammar, technical 
and secondary modern education, we may assume that Musgrove's 
comments hold good for middle-class children in comprehensive 
schools today. In contrast to this is Bagley’s (1977) view that 
lower streamed children develop negative self-concepts because of 
ascribed lower stream status, and Willis’ (1978) account of how 
working-class boys create the conditions of the work-place in 
schools. It is quite clear that middle-class parents welcome ' 
formal education much more than working-class parents and that they 
regard the schools, in many ways, as' an extension of the home, 
extolling the same virtues, upholding the same values and aims. 
Middle-class children fit nicely into the school system (Bernstein* 
1964) and have little alternative. Working-class children and 
minority group children do have alternatives and do not need to 
accept the low status value which society places on. their groups 
and internalize it by developing low self-concepts or poor self-
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esteem.* Their ’reference groups*, unlike those of the middle- 
class child, have, different values from those which obtain in 
the school system (Cohen, 1972; Jackson and Marsden (1966);
Peter Woods, 1976; Paul Willis, 1978)* To many working and 
lower class children, school is of marginal importance, especially 
in the later years of the secondary school (Summer & Warburton).
To many black children, using the language of the Rastafarian 
religion, school is ’Babylon* — it is unlikely that these children 
.will regard teacher as ’significant others’ and internalize the 
negative way in which'they are viewed by schools. ;
One interpretation of the influence of Rogers, Maslow, Kelly 
and all the theories and therapies which follow from them may be 
that they are the reactions of sensitive middle-class people to 
the faults of their own system of child-rearing and the results in 
terms of mental illness and the phenomenon of the ’middle-class 
drop-out’ and they would like to humanise that system of child-care 
and schooling which has contributed to this. Clearly a desirable 
objective - but it is difficult to extend that argument into the 
area of working class/lower class and minority group child care and 
schooling and to equate the reasons for failure to achieve in 
schools amongst these groups as a result of poor self-concept*
Whatever the aims of education are seen as being — to service 
the capitalist system, to supply the meritocracy with brains and 
manpower, to exercise control and custody over children - the fact 
is that formal education is here to stay. The deschooled Utopia 
will never come, not least because it too depends on the results •
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of formal education - computers, link-ups, •freeway learning*;
all these ideas emerged from those who had gone through the
formal education system, indeed they had spent much longer than
most people within it, either as learners or teachers (Boudon)
and it must have served them well, if only as a spur to something
better. So, because formal education is here to stay, sociologists
must study it in all its manifestations and all its ramifications,
particularly when it seems to be ’innovative * Young,(1965) and
herein lies the rationale for research on. self-concept and
education. It seems that the move towards looking at children’s
self-concept and self-esteem is innovative, worthy and
potentially rewarding and, linked to the ’new’ sociology of
education and to the stress on individual meaning and subjective
experience as a means of defining social reality, appears a
desirable advance on current sociological and psychological theories
and research. On closer examination, however, it may not be
an advance, at all, not least because it mainly served to obscure
the real issues of power, class and racial oppression. For a
number of reasons, some teachers are committed to these ideas;
I have already suggested that this is as much a function of their
own personality, need for job satisfaction etc. as the needs they
perceive the children to have. Some parents and community groups
are disenchanted with what the educational system has to offer their
children. Black parents in particular feel shortchanged by the
school system (Report to Select Committee on Race Relations, 1978).
While schools try to compensate with black studies and steel bands,
• 1' ■<
black parents and community groups organise supplementary schools —
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both are trying to ’make good* - the schools to make good the 
deficiencies of ’cultural deprivation, negative self-concept and 
consequent Tinder—achieving*, parents and community groups to 
’make good* the poor teaching, lack of facilities, lack of 
opportunity and. racism which they perceive the school system as 
operating*
Before reporting my own research project on the self-concept of 
West Indian children in London schools, we examine the theories and 
research on inequality of educational opportunity and discuss 
the implications of these theories for self-concept theory and 
research*
(
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C H A P T.K R F O U R
BLACK SELF-CONCEPT AMD SCHOOLING - COMPENSATION
4.1 INTRODUCTION
•’Evidence was also obtained on the relative importance 
of the childfs own family background and the school for 
his academic performance. The survey found that the 
child’s background accounted for considerably more 
variation in school achievement than did the school; 
taken together, all school factors together were found 
to be considerably less important for his achievement 
than certain aspects of his background ... the analysis 
strongly suggests this conclusion. (Subsequent analyses 
of the data directed to this question have confirmed this . 
inference•)
Comments from James Coleman’s (1971) reflection 
on the evidence thrown, up by his 1966 study 
’Equality of Educational Opportunity’.
’The reason why the school variables play so small a 
part (in attainment) is not, of course, that schooling 
is unimportant. It is that the variation between schools 
is much.less than the variation between parental attitudes, 
if the least co-operative parents rose to the level of the 
most co-operative, the effect would be much larger than if 
the worst schools rose to the level of the best or the 
least prosperous parents to the level of the most prosperous, 
because the effect of the range in co-operation is much 
larger than the effect of the range in parental prosperity 
or that of the range in schooling.*
Plowden Report, Volume 2, Appendix 4 
(G.F.Peaker on the analysis of the data)
’Briefly stated, this argument asserts the over-riding 
importance of structural and material constraints on 
educational attainment. It depreciates in turn the 
significance of school organisation and teaching styles, 
of inherited ability and of the cultural influence of the 
home as the basis for a systematic attack on educational 
inequalities.*
William Tyler (1977) The Sociology of 
Educational Inequality.
<
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INTRODUCTION
In an analysis of the 1 strategies of educational redress1, Watson 
(1975) identified compensatory educational programmes as being of major 
significance. He argued that compensatory education strategies developed 
within the 'interactionist* theoretical framework which emphasises the 
environmental impact on development and achievement. This perspective 
contrasts with biological or genetic theories which stress the over­
riding importance of heredity in determining life chances (Burt, 1961; 
Jensen, 1969, 1972; Eysenck, 1971, 1973, 1975; Herrnstein, 1973).
Watson defined compensatory education strategies:
* Compensatory education strategies involve an attempt to
provide, in a school or formally arranged quasi-school
situation, an 'enriched* social and cultural environment for
children whereby the children can redress the alleged deficits
ip their perceptual skills, cognitive skills, linguistic and
other interactional competencies which are an alleged
corollary of living one’s early formative years in such backgrounds*
Thus compensatory education can be seen as a form of 're-socialisation*.
The family and the social group is regarded (a) as being incapable or
(b) unwilling to inculculate the collective social values into the
young and organised social institutions have to assume this task.
Compensatory education as 're-socialisation' is directly related to
this discussion because inevitably socialisation is bound up with self-
concept and self-image.
In Britain there is a widespread assumption amongst teachers and 
educationists that the children of West Indian people living here are 
particularly in need of 're-socialisation'. This is particularly so in 
explaining the 'educational failure' of these children. In America 
race has always been a central part of the debate on educational failure 
of working-class and lower-class children — since, even within the 
working-class, black children lagged behind in IQ scores and tests of
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ability and attainment in schools.
Although Leon Kamin (1977) has shown how the use of early IQ 
tests in America was influenced to a significant degree by the racial 
and political views of psychologists who developed them, in Britain 
it is only within recent years that race, as a separate factor, has 
entered into the IQ debate and is connected with the arrival in 
Britain of immigrants from the Caribbean (other immigrant groups - ■
Asian, Cypriot and Irish - do not appear to figure in this issue anywhere 
to the extent that people of African origin do) and the admission of 
large numbers of their children to schools in England. Even before this 
there was already creeping into the educational literature the belief, 
or suspicion, that it was bad families, uncaring parents and deprived 
environments which contributed to lower class educational failure 
(Douglas et al, 1968). With the arrival of these newcomers and their 
children, who swelled the lowest ranks of the working-class and whose 
children presented to the schools ’problems1 from the first moment of 
arrival - the explanation of failure as lying within the individual and 
family pathology of certain groups of people within the working class 
gained impetus. In America the rsearch for explanations* had culminated 
in the Coleman Report of 1966 - which stated that it was not poor 
teaching, bad schools, poverty or other social and environmental factors, 
which in themselves explain school failure, but parental influence and 
pupil self-conception of ability and achievement, which even in the most 
extreme conditions enabled the student to win through and succeed against 
all odds. The Coleman Report pointed the way towards social 
psychological factors to explain working-class and black 
f  ,
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failure in schools. The Plowden Report of 1967 followed the trail 
and reported in like vein: that it was families, parental influence 
and expectations which ultimately exerted the most influence on 
whether or not children succeeded in schools. Those children who 
lacked parental support and encouragement were deprived—  their 
parents were deprived as well, because they lived in slums and 
their cultural environment was not such as to encourage them to 
take an interest in their children's schooling. The schools to 
which these children went contributed to their ’deprivation* and 
increased their;’disadvantage’ - old buildings, high rates of staff 
turnover, low levels of parental involvement. The answer was to 
designate areas of ’educational priority’ and to intervene with a 
variety of strategies aimed at countering the negative environmental 
factors. Although the Plowden Report was concerned with ’Children 
and their Primary Schools’, it exerted influence far beyond.this 
age range - especially with regard to the use of social workers in 
schools and, together with the Newsom Report (1963) on the education 
of pupils of less than average ability, established a trend in the 
direction of social, as opposed to educational, goals for schools 
for working-class ’slum’ children, whose potentiality they saw as 
marked by ’inadequate powers of speech and poor home backgrounds...’ 
The Newsom Report had put forward many of the same proposals later 
echoed by Plowden, including special salary inducements and living 
accommodation for teachers to work in ’slum’ schools, compensatory 
experienced for children—  access to the countryside, trips
abroad, ’the experience of living together in civilised and
<
beaut if ul surroundings ’ (if only for a week or so) - but its main
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recommendation was the raising of the school leaving age to 16 
to prevent working-class children from leaving school at 15 
which the majority of them would do, given the chance. The 
reasons for raising the school-leaving age was to avoid waste 
of talent and to provide a ’generally better educated and 
intelligent labour force to meet new demands...1 The significant 
feature of both these British reports which is important is their 
stress on changing the attitudes of working-class pupils (Newsom) 
and parents (Plowden). Since ’changing attitudes* is the business 
of psychologists and attempts to change attitudes must somehow link 
up witli how people acquire attitudes in the first place in order to 
know how best to change these attitudes. As a consequence, the . 
desire to change attitudes to schooling implies an undertaking to 
change the psychological make-up (the attitudes) of sections of 
working-class pupils and parents:
*••• There is some evidence that the problem of deprivation 
in the home and its effect on education could best be 
alleviated by effecting changes in the behaviour of the 
families from which children come. The school would then , 
be presented with a pupil whose value systems were nearer 
its own. (my emphasis)
James Ruston, 1975 
Education and Deprivation
Paul Willis* (1978) recent book on working-class counter-culture 
in schools shows what a mammoth undertaking that is, but.it is 
clear that many people still remain optimistic that it can be 
( }done, and see it as desirable.
In the business of attitude change' or in any other business,
some customers are more - how should we say - more, gullible?
<
susceptible? at risk? And that means that they become the
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1 target population* - those who will buy because of their 
gullibility, those who can be persuaded to buy because of your charm 
and those whom you can force to buy, because they owe you money. So, 
in the educational game of attitude change, certain groups are *most 
likely* - those are the groups who are *problems*, the truants, 
disrupters, educational failures for whom nothing appears to work.
And to those desperate for solutions - the gospel of Coleman and Plowden 
must appear like manna from heaven: *Change the attitudes of lower- 
class parents and children and all will be well*. When dealing with 
black children, a further addition must be made: *attitudes to the self 
must also be changed as blacks hate and despise themselves and this 
causes them to fail at school and to manifest various behaviour problems*. 
Thus we arrive at self-concept and schooling.
On a more serious note, many teachers and educationists sincerely 
believe that if attitudes could be changed, black and lower-class 
children would achieve more in schools. In the case of black children 
they believe that one of the effects of racism has been to give the 
black child a negative self-concept and that part of the explanation 
of West Indian failure in schools is a function of that negative self- 
concept which tells the child that he/she cannot see him/herself as a 
success and thus he/she is unable to succeed. The trouble with this 
argument (and, as Rutter and Madge (1976) have shown about all similar 
arguments on the'.cause of deprivation and disadvantage) is that it does 
not explain success. It does not explain why, if that is true, most 
black children in England and America have average/high scores on
self-concept/self-esteem tests (Coopersmith, 1975; Rosenberg & Simmons,1974
f ,
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Louden, 1977a, 1977b; Hill, .1970; Bagley & Verma, 1975; Weinheich,
l
1976; Lomax, 1977). Even at the most pessimistic the
’substantial numbers’ of black children who reject their racial
identity turn out to be 20-25% which still leaves 75-80% who don’t -
yet the effects of racism and prejudice are pervasive (note
Hartman & Husband’s study of Racism and the Mass Media),
Because these views on black self-concept are widely held and
gaining acceptance and because teachers are confused about what
they should be ’doing for the black child’, attempts at compensation
are apt to receive encouragement. The effects of compensation are
taken for granted - Black Studies must be ’a good thing’ - and the
fact that questions and criticisms usually come from a biassed
source - the National Front, who specifically complain about Black
Studies courses in schools; or even less extreme people who are
worried about devisi^ curricula and concerned to treat all children
alike. Whereas those who speak up for Black Studies, ethnic
enrichment etc. would probably see themselves as more radical in
their belief in what schools can do and should be doing. Although
this may be generally the case, it is by no means true to say that
all teachers who support Black Studies or forms of cultural
enrichment are ’lefties’ - the body of interest represented by
multi-racial/multi-cultural education which in the main would also
support these general aims, are far more mainstream and ’liberal’
in their approach and believe that greater educational equality can
be achieved by extending these social-psychological tools to the
classroom. The Commission for Racial Equality, the National 
<
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Association for Multi-Racial Education represent this kind of 
interest.
The issues discussed in this chapter are of fundamental importance 
to the education of West Indian children in Britain. If society is
. t '
so organised that there is built-in inequality* (Boudon) and if racial 
and class prejudice and the operation of * interest groups* within 
society (Weber) are such that black people and their children are 
consigned to the lower levels of this social and economic structure, 
what difference can self-concept make? Previous studies of self- 
concept, race and class do not usually consider these structural issues 
but a critique such as this cannot acquiesce in this indifference to 
these theories which are crucial to an understanding of the role of
schooling for minority group children. Self-concept theorists and
, (Vivzt
teachers who base their methods on these theories face the fact that
A
educational and social mobility are mediated by economic, social and 
political factors largely outside the control of individuals; they 
woulc need a fundamental reassessment of their theories.
f
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4.2 CULTURAL’DEPRIVATION/DISADVANTAGE
Norman Friedman (1967), in tracing the development of the 
terms 'culturally deprived' children and 'cultural deprivation', 
linked the origins of the terms to the 1950's, He wrote:
'In 1955, the presidential address at the School Psychology 
Division of the Annual Meeting of the American Psychology 
Association dealt with 'Cultural Deprivation and Child 
Development'. The president, a psychologist with the 
Bureau of Educational Research of the Board of New .York 
City, attempted to discuss those aspects of the anthropo­
logical and sociological literature about cultural and 
social class differences that would be of greatest 
relevance to school psychology. References were made to 
'deprived homes','deprived areas' and the 'emotional 
deprivation' of some children. Describing an experimental 
study of a group of lower-class New York City school 
children, she reported that an attitude syndrome of 
'cultural deprivation', based upon environmental limitations 
and handicaps, could be identified: how self conceptions, 
guilt and shame feelings, distrust, and family problems 
and such experiences adversely affected a child's motivation 
and functioning in schools and even impaired school adjust­
ment before entry. '
Friedman then went on to trace the history of the two terms
through the development of experimental and demonstration projects
and towards the acceptance in the I960's of this portrait of
the 'culturally deprived' child (Brook, 1966):
'... he is essentially the child who has been isolated 
from those rich experiences that should be his. This 
isolation may be brought about by poverty, by meagreness 
of intellectual resources in his home and surroundings, 
by the incapacity, illiteracy or indifference of his elders 
or the entire community. He may have come to school 
without ever having had his mother sing him traditional 
lullabies, and with no knowledge of nursery rhymes, fairy 
stories, or the folk lore of his country. He may have 
taken few trips - perhaps his only one the cramped, 
uncomfortable trip from the lonely shack on the tenant 
farm to the teeming, filthy slum dwelling - and he 
probably knows nothing of poetry, painting, of even 
indoor plumbing.'
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But the, Culturally deprived* movement had gained its greatest
impetus from the publication in 1962 of Frank Re is sman's hook,
The Culturally Deprived Child, which excused the use of the
term cultural deprivation because it appeared to suggest that
the poor had no culture but justified its use 'because it is the
term in current usage I As a result of Beissman's book,
at a time of increased civil rights activity, the idea of
cultural deprivation gained wide acceptance aB it seemed to
offer a theoretical explanation for the fact that lower-class
students tended to perform inadequately in schools, a description
of this type of child's environment/circumstances and personal
style and an initial prescription for pre- and regular school
remedies (Friedman). In analysing the impact of cultural
deprivation theory, Friedman says that:
'The idea of culturally deprived children was successful 
as a trigger for legislative action because it possessed 
an extensive and flexible image appeal to a broad 
spectrum of persons and public of various ideological 
persuasions. To the social and political liberals of 
the Kennedy and Johnson era, cultural deprivation as an 
explanatory theory and popular image seemed to be a 
valid and reasonable interpretation of the scholastic 
retardation of lower-class children in slum schools...
A dynamic educational programme also seemed to liberals 
to be an important way to advance the progress of 
minority groups.*
Friedman continued his analysiis:
'Even to the political, and social conservatives, 
nationally supported educational programmes held out 
the hope of 'straightening out* and 'keeping straight* 
lower class children, of helping to make and keep them 
good, respectable, solid citizens, and of preventing 
the 'social dynamite* of the slums from exploding and 
re-exploding.*
/ •
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The concensus view of cultural deprivation which united liberal 
and conservative Americans alike is well illustrated by the 
definitions given to the term by Hunt and McKendall.
Hunt (1964) defined cultural deprivation thus: First of all,
he writes:
’cultural deprivation may be seen as the failure to 
provide an opportunity for infants and young people to 
have the experience required for adequate development 
of those semi-autonomous central processes demanded for 
acquiring skill in the use of linguistic and mathematical 
symbols and for the analysis of causal relationships.
One can readily conceive the function of early experience 
to be one of ’programming* these intrinsic portions of 
the cerebrum so that they can later function effectively 
in learning and problem-solving.’
On the other hand, McKendall (1965) describes ’cultural disadvantage’
as being an ’all-purpose, somewhat self-conscious term*, which
refers to the variety of social, economic and 
ethnic-inter-racial factors which impede full freedom of 
choice and which destroy an individual's right to 
maximum opportunity.'
Halsey (1975) has observed that:
’.. in the history of official (educational) policy in 
Britain, there is an unmistakable tread of egalitarianism.’
But he continues:
’No less striking,' however, is the fact of failure to 
realise egalitarian ends by educational means ...
The basic reason for this he believes to be that the 
theory which has formed the foundations of our policy 
edifice is a false one^ consisting of liberal concepts 
which have not stood the test of historical experience.’
The theory of cultural deprivation is part of those ’liberal concepts’
which have evolved to explain the educational inequalities which .
still persist in society after a hundred years of popular education.
In Social Disadvantage (another euphemism for deprivation is social
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disadvantage) and Educational Opportunity, Kelsall and Kelsall (1962) 
give three reasons for the. concern about cultural deprivation in 
Britain and America: (1) the existence of the belief, in both
these societies, in *the ideal of educational opportunity for all 
children, regardless of creed, colour or social class, is almost 
universally accepted as a basic aim towards the achievement of 
which social policy should strive; (2) the waste of potential 
talent which inequalities of educational opportunity entails and 
(3) the fact that *vast numbers of children are emerging from the 
system with an education so minimal as to make it doubtful whether, 
in an increasingly technological society, employment of any kind ' 
can be found for them*. Thus we can see that Halsey*s critique of 
•literal concepts1 in educational policy include these ideals of 
educational equality, the avoidance of waste (of talent) and the 
problem of those who appear not to benefit at all from educational 
provisions — the ineducable.
. Those who advanced the theories of cultural deprivation and 
disadvantage to explain educational failure of black and white 
lower -class children placed their emphasis on the differences of 
cultural rather than the material circumstances of certain ethnic 
and class groups and the cultural background was seen as the source 
of under-achievement in schools (Banks, 1976). Linked to these 
theories of cultural deprivation are linguistic theories (Reissman, 
1965; Hunt, 1961; Deutsch, 1963 ) which see the language of
ghetto black children as lacking in logic and structure and unable
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to encompass abstract thought; these theories in turn are linked 
to cognitive deficit theories of cultural difference (Hunt, 1961) which 
suggest that cultural deprivation leads to linguistic deprivation and 
thus to' ’inferior thinking1 by working, lower-class and black pupils.
Although these ideas have been challenged arid disputed, on 
a number of grounds, by Hess et al (1968); Labov (1972); Rosen (1972); 
Baratz & Baratz, 1970, the basic belief in a ’culture of deprivation* 
persists as demonstrated in the text Education and Deprivation (1975), 
Ruston and Turner (eds.) where educational deprivation is seen as the 
consequence of cultural patterns of working and lower-class life 
styles: ’The problem of how to deal with the disadvantaged child when
he presents himself, however reluctantly, is firmly with the schools’ 
(Ruston). Ruston also calls for extra facilities for these disadvantaged 
pupils but also says that 'the problem is deeper than treating academic 
failure; it is one of creating a sufficiently sympathetic supportive 
and welcoming atmosphere into which a pupil can enter’. He continues:
'The school is to some extent dealing with an interface 
situation in which the values and attitudes of the 
disadvantaged home or group are placed in opposition to the 
school. The school cannot change its position 
unequivocally to any great extent. If it did it might 
be that the disadvantaged or deprived groups would then 
be those who were previously advantaged ... The school, 
therefore, has to create a situation in which the value 
system of the disadvantaged can be allowed to change 
without threat. Or - if it is impossible to change it - 
that the child should feel as if it is entering a 
tolerant environment in which co-existence is possible ...
The involvement of parents of children from a deprived 
environment would appear to be essential if they are to 
subscribe to the values whidh the schools tend to hold"" 
about education, (my emphasis)
f
The problem is seen as one of changing the attitudes of 
people whose cultural values do not equip them to profit 
from education.
It is interesting to reflect on these theories of cultural 
deprivation/disadvantage in the light of our previous 
discussion ( Chap. 2) on black culture and consciousness, 
negritude, Africanity and the persistence of African values 
and concepts amongst black people in the New World.
However, to bring the cultural deprivation discussion closer 
to our major concern of black self-concepts in white schools; 
we have seen that as a result of these theories, various 
policies and programmes were innovated in America, including 
major projects such as.Operation Head Start, Project Upward 
Bound and the Job Corps. In Britain the response to the 
Plowden Committee’s report and to the American literature on 
cultural deprivation/disadvantage resulted in the creation of 
Education Priority Areas, Urban Aid Projects on a national scale.
On a local level, various local education authorities, funded 
small projects such as that in Lancashire (reported by Rose & 
Marshall, 1974)? I.L.E.A. also funded several small projects 
aimed at getting working class parents more involved in schools 
and at countering the effects of cultural deprivation/disadvantage. 
These local efforts took the form of nurture groups for younger 
children, which ’nurtured* the kids who had missed this at home. 
They are sung to, played with, spoken to, taught to sit at 
table (nicely I) and generally given the ’culture’ of which they 
have been deprived.
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An Open University programme on Urban Schools showed a nurture 
group in operation, with a white teacher, black infant sitting 
on her knee being ’taught* how to mother a blond doll. It was 
very incongruous and I wondered what effect that process would 
have on any future doll-choice experiment in which the child 
might take part. Anyhow,'the aims of the nurture groups/units 
are, as I have said, to provide a level of caring which it is 
believed these children lack; food is also provided and the 
atmosphere is very like home or like home should be if one follows 
the advertisements on TV. These ideas of nurturing children in 
schools to make up for their poor home backgrounds are more fully 
developed in the primary sector. In the secondary age group one 
tends to find that teachers and schools have generally .’given up1 
on the kids in the sense that they no longer believe that they
can be rescued easily or in as great numbers as do infant and
junior school teachers.
Although it is true that in general there- are less attempts 
to nurture secondary age children in schools - there have been a
few projects along these lines - I myself have been involved in a number
of such projects. The Lancashire one which Rose and Marshall 
have written up is the only documented study on a project* of this 
kind, but those associated with schools and social services know 
that these schemes are born (and die) every six months or so.
As well as these schemes for difficult, backward and otherwise 
troublesome kids, there are also, in some schools, schemes for 
minority group children - when these minority group children are
202
West Indian these schemes increasingly appear to he concerned with 
Black Studies and'cultural enrichment of some kind. The idea of 
the self-concept schemes is linked to the beliefs (which have been 
discussed in detail earlier) that blacks have negative self-concept 
which needs compensating. Allied to theories of cultural 
deprivation and the face of black under-achievement in schools, 
this belief in negative self-concept provides a powerful challenge 
for ’something to be done *•
This ’something to be done’ takes the form of compensating 
these disadvantaged, culturally deprived Children for those 
conditions in their environment which has led to the development 
of negative self-images, low self-esteem and under-achievement in 
schools. We turn now to consider the idea of compensation and to 
ask whether it has any validity for West Indian children in 
Britain' today - i.e. will' it, can it make any difference to their 
relative position in the wider society? That, after all, is the 
ultimate, aim.
<
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4.3 ' COMPENSATION
We have shown earlier how the development of the theories of 
cultural deprivation/disadvantage led to the formulation of 
certain policies and strategies — these policies and .strategies 
were broadly aimed at compensating the children of the culturally 
deprived/disadvantaged group for their conditions of life. The 
idea of compensation was directly linked to that of cultural 
deprivation/disadvantage - if the problem could be located then 
something could be done - this had been the earlier hope of the 
’fifties. In the ’sixties the problem was located and labelled: 
it was cultural deprivation, and now all that was left to be 
done was to compensate and all would be well.
Of course if the diagnosis was wrong in the first place 
then the treatment could hardly be expected to work. Robert Ryan 
commented on the theory of cultural deprivation (Robert Ryan, 1965t 
Savage Discovery .):
’..We are told the Negro’s condition is due to his 
’pathology*, his values, the way he lives, the kind of 
family life he leads... It is all rather painful and 
fallacious. For the fact is that the Negro child learns 
less not because his mother doesn’t subscribe to the 
Reader’s Digest and doesn’t give him coloured crayons for . 
his third birthday, but because he is miseducated in 
segregated slum schools... The Negro is more often 
unemployed because he is the last hired and the first 
fired.•• The conditions of housing are more easily 
explained by the neglect of slum landlords and the 
crowding caused by the criminal shortage of decent low- 
income housing.*
We know what happened to the educational compensatory programmes 
in the States - they failed. Operation Head Start, Project 
Upward Bound, TJhe Great Cities School Improvement Programme,
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all starting off with great enthusiasm, fwere rarely able to 
demonstrate any substantial lasting improvement* (Banks, 1976).
These failed in terms of increasing the attainment and measured 
IQ of their participants: these were the criteria for success*
In the aftermath of their failure there was a collapse of the 
concensus: Conservatives (who had supported these projects) went 
back to earlier ideas of biological and genetic explanations of 
intelligence - led by Jensen (1972), Eysenck (1971) and Herrnstein 
(1973). They re-establish the doctrine of social Darwinism and 
stated once more that (most) black people were intellectually 
inferior to (most) white people and that most working-class people 
were also intellectually inferior to most middle-class people. But 
holding class' constant, blacks were still inferior to everybody 
else. As the Conservatives went off to develop their genetic 
theories, the Liberals reassessed their position and decided that . 
the assessment criteria for the compensatory educational programmes 
had really been wrong and that IQ was not the crucial item, but 
something far less important and of deeper significance - self- 
concept, self-esteem. Coleman showed that it was not the type of 
school resources, tea'chers, curriculum etc. but the parental 
expectations and self-esteem of the students which ultimately 
determined success. And sotho story took a new turn - the quest 
for improved self-concept of the culturally disadvantaged/deprived 
child. As before, programmes were run and evaluated (but on nothing 
like the scale of Head Start and with much less noise) and
evaluation was undertaken. But self-concept, being *deeper* than
■ f ,
IQ, proved difficult to measure and results were conflicting.
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Nevertheless, the goal was worth pursuing, particularly as it was 
one to which few could object, for as well as "being less grand 
it used fewer resources* We shall he reviewing some of the studies 
which have been undertaken on the effect of these programmes on 
the self-concept of participants later on in this chapter.
It is interesting that Bellaby (1977) in The Sociology of 
Comprehensive Schooling, appears to see the development of comprehensive 
schooling as a mammoth compensatory educational programme* He 
observed that the achievement of secondary education for all had 
failed to give working-class children an equal chance of the best, 
education* And he went on:
*A series of sociological studies in the 1950*s and early 
•1960’s showed beyond reasonable doubt that the middle 
classes still had far more places at grammar school than 
their numbers in the population would lead one to expect••
More fundamentally the studies pointed to various features 
. of working-class upbringing -material conditions, attitudes 
and expectations, language - which might militate against 
these children at school. Comprehensive schooling is 
.sometimes seen as one way of diminishing these inequalities.1 ,
(my emphasis)
It is clear that, the Various features of working-class life* 
which militate against working-class children at school fit the 
descriptions of cultural deprivation/disadvantage earlier provided.
It is interesting to note in this connection the contribution 
of the French sociologist Raymond Boudon (1973) whose own 
extensive research on educational and social inequality in urban 
societies led him to the conclusion that Cultural inequality 
probably plays a much more restricted role with respect to 
inequality of educational opportunity than many people believe1.
< ,
We will be considering Boudonfs other ideas and theories in the 
next section of this chapter.
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4.4 THE SOCIOLOGY OF EDUCATIONAL -INEQUALITY
In discussing the theories of cultural deprivation and the 
response to these theories in the form of compensatory education 
we have been considering one type of explanation for educational 
failure of working-class and minority group children and of the 
persistence of educational inequality in Western societies. In 
focussing on the culture of the poor and on individual and family 
pathology these theories explain educational failure in terms that 
lie outside the social structure. • As Bowles & Gintis (1976) have 
argued, if the illusion of equal opportunity is to be maintained, 
then students (and parents) must believe that they all* start with 
equal chances and those who make it do so by their own efforts; 
likewose those Who fail. It is for this reason that Bellaby, for 
example, has argued that the development of comprehensive schools 
might in fact serve to buttress the conservative ideology which 
argues the biological basis of racial and class superiority: if 
working-class children continue to under-achieve in comprehensive 
schools where ’equality of opportunity1 is provided it will be 
argued that they have failed because they are inferior to begin with.
Of course comprehensive schools do not provide equal opportunities 
as Ford (1969) and Bellaby (1977) have shown. For the most part 
they simply mirror the hierarchical arrangement of the grammar 
schools which is based on the class structure of the wider society.
There are other views which seek to explain the existence and 
continuance of inequalities - both educational and social - in 
Western societies. We turn now to consider briefly the ideas of 
f ,
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Raymond Boudon (1973) as.outlined in his work on Education, 
Opportunity and Inequality, in which he compares educational and 
social mobility in Britain, Sweden, America and France and also 
draws on some data from Russia. We then turn to William Tyler's 
(1977) recent work on The Sociology of Educational Inequality for 
an updating of Boudon1s 1973.thesis.
1. Raymond Boudon (1973)
EDUCATION, OPPORTUNITY AND SOCIAL INEQUALITY
Boudon’s work, subtitled 'Changing Prospects in Western society’, 
is concerned to explain why the rate of mass mobility has not 
increased with industrialisation and why, in those societies which 
are most ’developed' and most committed ideologically to equality of 
opportunity, rates of social mobility have remained virtually static 
since the war.
Boudon begins by stating that since the war inequality of 
educational opportunity has decreased in Western societies but that 
there has been no corresponding decline in inequality of social 
opportunity. In the preface to his book, Boudon comments:
’After World War II, inequality of educational, opportunity 
fell off steadily without noticeable effect on mobility.
And this decrease in inequality of educational opportunity 
apparently had no effect on economic inequality. Indeed 
the educational growth witnessed in all Western industrial 
. societies since 1945 has been accompanied by an increase 
rather than a decrease in economic inequality, even though 
the educational system has become more egalitarian in the 
meantime.’
In Chapter One, he considers the following problem:
’In the generally.accepted view that industrial societies, 
are largely-meritocratic, level of educational attainment 
becomes one of the major determinants of status. From this,
(
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the temptation is great to conclude the educational 
attainment should,be the major factor of social mobility.. 
In other words, if educational attainment is actually a 
powerful determinant of status, the probability of an . 
individual having a higher social status than his father 
should be greater, the higher his level of education. 
Conversely, the probability of an individual falling to . 
a lower status than his father should be greater, the 
lower his educational attainment level.1
M ATERIAL REDACTED AT REQUEST OF UNIVERSITY
Thus he concludes that the distribution of social status has 
changed less rapidly than the distribution of levels of education. 
And moreover he suggests that a meritocratic society is actually 
likely to generate a low correlation between education and 
mobility:
’Except under very special conditions which are unlikely 
to be met, a highly meritocratic society will not 
necessarily give those who have reached a high level of 
education more chances of promotion or fewer chances of 
demotion than those whose level of education is lower. This 
apparent paradox derives from two circumstances. First, 
since those who obtain high levels of education more 
frequently have a higher background, they have to climb still 
higher in the hierarchy of social status in order not to 
experience demotion. Second, one consequence of the 
discrepancy between educational and social structure is that 
even under a high degree of meritocracy, people with the same 
level of education will reach different social status. Thus, 
even if a society has a strong tendency towards granting the 
best social positions to those who are better educated, 
education may have no apparent influence on mobility.1
Boudon believes that inequality of educational opportunity is
generated by a two-component process:
’One component is related to the cultural effect of the 
stratification system. The other introduces the assumption 
that even with other factors being equal, people will make 
different choices according to their position in the 
classification system.’
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He explains this-second component in an additional note where he 
argues that differences in behaviour may be explained by differences 
in utilities:
1. v. if X chooses a, while Y chooses b, this means, 
according to our scheme, that the utility of a is greater 
for X and smaller for Y.' The 'value1 theory says that the 
values people are committed to may cause them to behave 
against their interest (e.g. by not attending college, 
although college enhances the probability of promotion).:
The present scheme, however, says that people behave 
according to the utilities attached to alternatives as a 
function of their position in the stratification system.'
This is the basis of the ’structural' or 'social position' theory
of educational choice which Boudon developed and relies on the
cultural constraints on the individual and his family as well as
the cost and benefits of staying on at school. This analysis
leads Boudon to reject the idea that cultural
generates inequality of educatipnal opportunity and restricts
social mobility,.
Boudon constructed a model to demonstrate how in a given society 
it is possible for a large degree of ^randomness' to be generated 
even though the society is characterised by a strong class bias and 
a strong credential bias in the labour market. This 'randomness', 
is in itself an outcome of systematic tendencies in the process 
itself. This process rests on competition for the best education 
and the best jobs. In this 'race' there are handicaps:
1 Individual children of the privileged are more likely to get 
the favoured school places and qualifications.
2 The labour .market favours, but does not always select,
applicants with the best credentials.
3 There is no necessary agreement between the number of people
with credentials being produced by the schools and the demands
of the labour market. Because of this there is usually a 
competition for jobs among equally qualified applicants in
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. which the children of high social background often have to 
be satisfied with a less prestigious position than their 
fathers.
Thus a proportion of the middle classes are demoted and a proportion 
of the working class are promoted—  but overall the relative 
position of the two. classes does not change.
Using this model of analysis he constructs an ideal situation 
where reforms have completely obliterated cultural inequality: 
by the end of grade school all children, irrespective of their 
social background, are assumed to be similarly distributed as a 
function of school achievement.
He finds that even when (by assumption) the effects of cultural 
inequality have been eliminated, the rates of disparity remain 
very high, albeit noticeably reduced.
He comments:
f.. If we accept that the model as defined represents a 
realistic although simplified picture of the inequality 
of educational opportunity-generating process at work in 
industrial societies, We must accept that the secondary 
effects of stratification on inequality of educational 
opportunity are, other things being equal, probably more 
important than their primary (cultural) effects.1
He goes on to show that beyond a certain level of achievement
differences in social background disappear; whereas the effects
of stratification do not die out - ’they assert themselves
repeatedly throughout the life of the cohort1.
It seems therefore that even if the attitudes of working-class
youngsters (and their parents) could be changed by self-concept
enhancement or otherwise, the effect of this on their overall status
position in the hierarchy would be quite minimal. The effect of 
f
212
the greater achievement would simply be the same (or less) for 
more - the same work, the same social position etc. for more hard 
work and greater school achievement—- what Boudon called 'more 
schooling for the same rewards'. Is it any wonder that people 
exercise rational choice and decide to drop out of the system 
altogether? As Boudon puts it: 'People behave rationally in the 
economic sense of the concept', but 'they also behave within 
decisional fields whose parameters are a function of their position 
in the stratification system'.
I will briefly summarise Boudon's conclusions about inequality 
of educational opportunity and inequality of social opportunity;
1 Stratification is the principal factor responsible for 
inequality of educational opportunity and for inequality 
of social opportunity.
2 Any lessening of the rigidity of stratification - for 
instance through a reduction of economic inequality - is 
probably more likely to affect the inequality of both 
educational and Social opportunity than any other factor.
3 The influence of stratification on inequality of educational 
opportunity is by nature exponential, whereas the effects
of cultural inequality is attenuated over time.
4 Thus a strong reduction of cultural inequality would have 
only a moderate effect on the disparity rates between social 
classes,- at college level, but a moderate reduction of 
economic inequality would have exponential effects.
Boudon came to the conclusion that since World War II most
Western societies have exhibited weak decline in inequality of
educational opportunity and over-time stability of inequality
of social opportunity; and that this was largely due to the
failure of these societies to bring about a steady decrease in
economic inequality. A reclassification of occupational categories
213
had created the ’new social classes', but had failed to effect
any real modification of the social structure - class differentiation
and distribution. And thus:
1.. no manipulation of the educational variables is likely 
to have more than a moderate effect on either inequality 
of educational opportunity or inequality of social 
opportunity.1
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OTHER THEORIES OF EDUCATIONAL DISADVANTAGE
Historically, there are five sociological models which seek
to explain educational disadvantage. These are:
1 The ’meritocratic* model - where inherited ability is the 
motive force.
2 The ’class conflict model1 where the existing patterns of 
material and cultural inequality dominate all others.
3 The traditional ’elitist’ or ’conservative1 mode! which 
combines both.genetic and environmental explanations of 
inequality. -
4 The ’evolutionary liberal* model which is similar to the 
’meritocratic’ model but proposes a weak connection between 
intelligence and family background.
5 The ’compensatory liberal’ model which resembles the 'class 
conflict’ model but proposes that school ‘environment and 
credentials can significantly improve the life chances of 
working-class children.
Here we are mainly concerned with model 5 - the ’compensatory
liberal' model which sees the school environment as providing the
opportunity to improve the life chances of working-class children
as a whole and thus to reduce the level of overall.inequality in
society. This 'liberal theory of educational embourgeoisement',
as Halsey (1975) terms it, has been marked by an unmistakeable
thread of egalitarianism. 'No less striking’, Halsey continues,
'is the fact of failure to realise egalitarian ends by educational
means'. Halsey explains the failure:
’The basic reason is that the theory which has formed 
the foundation of our policy edifice is a false one, 
consisting of liberal concepts which have not stood the 
• test of historical experience.'
The development of this theory Halsey traced to the British tradition
of political economy in which economics and sociology merged, and to
' (  . ■ ■
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the influence of the Victorial political economist, Alfred 
Marshall. Marshall believed that the working-class.would 
be assimilated into the middle-class as industrial society 
advanced and its benefits were more widely spread. Halsey 
writes that criticism of the liberal approach is in the end 
criticism of the idea of class put forward by Marshall and 
enshrined in recent history by the Plowden Committee: ’the 
concept of class is trivialised to the point where differences 
of parental attitudes are conceived as separate factors1.
.In his view a theory which explains educational achievement as 
the outcome of a set of individual attributes has lost the 
meaning of those structural factors we know as class.
Halsey identifies an ineluctable occupational hierarchy as 
a major obstacle to equality. He believes that' obstacles to 
egalitarianism have to be countered by improved schooling and 
'better community resources. He remains optimistic that brave 
political leadership which goes beyond the confines of traditional 
liberal assumptions towards a policy which, amongst other things, 
supports learning in the family and neighbourhood, the production 
of relevant curricula, the fostering of parental participation, 
the raising of housing and employment prospects and ’above all 
the allocation of educational resources*.
Christopher Jenks* (1972) influential study of Inequality in
America more or less demolishes the five ’models* outlined above
which explain educational inequality. Jenks claimed to have
found that in American society: 
f
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1 The quality of school environment is largely irrelevant to 
inequality in cognitive, skills, credentials or life chances*
2 Family background does not determine life chances, since 
there is almost as much income inequality among brothers as 
among men in general*
3 Genetic advantage explains only a small proportion of 
differences in status and income; only about ten per cent 
of any cycle of inherited privilege could be explained by 
this factor*
4 Comparisons between men who are identical in family background, 
cognitive skill, educational and occupational attainment,
show only 12-15 per cent less (income) inequality than 
among random individuals*
Jenks put the huge amounts of *unexplained variation1 in his 
model down to *luck1 - but he did not explain why middle and 
upper class people are ’more lucky* than lower- or working-class 
people; and why white people have more *luck* than black people.
Of course women do not exist in this branch of sociology so one 
could have no real idea of how valid these findings are for people. 
Jenks* study is very limited in this way and yet its findings, 
have been very influential in educational research and teaching. 
Criticisms of Jenks* work centre mainly on the research methods 
used and the statistical analysis of his data (Harvard Educational 
Review, 1973)* However, Coleman (1973), for example, has 
complained that Jenks* data do not-explain who happens to occupy 
what job, although Jenks claimed that schooling explains only 
12fo of the variance in income. James Meade (1972) has also 
questioned Jenks* luck hypotheses and suggests instead that, 
ultimately life chances are determined by ’fortune* which he 
defines as ’the basic structural genes, property, education and 
social contacts*. Which seems to be another way of saying social 
class and economic status determine life chances.
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Jenks* •luck* factor can in fact be more adequately explained 
by Boudon*s model, which seems to fit perfectly the picture of 
mobility in industrial societies. Certainly it seems to fit the 
tables of mobility in British society.
Tyler adapts Boudon*s theories to explain educational inequality 
in British society and proposes social policy measures-which, he 
hopes, will begin to effect limited change in the amount of 
educational inequality. What this analysis suggests is ’that there 
may be deep-seated tendencies in industrial societies that regulate 
the amount of social mobility and the class slope of educational; 
attainment which have nothing to do with the overall level of 
expenditure or the way the school is organised*• He goes on to 
comment that the ’meritocratic* system of Britain and the 
’egalitarian* system of America ’both appear to produce the same 
rates of social and .educational, opportunity*. Both: societies have 
the type of structural arrangement which produces ’great stability* 
and a large degree of individual randomness.
Following on Boudon’s (1973) thesis, Tyler suggests a socio­
economic approach to the problem of inequality of educational 
opportunity in Britain. His ideas on this subject seem to have 
much in common with Richard Titmus* (1966) proposals on 
redistributing income.- The main thesis seems to be concerned 
with the ’rationing* principle, which argues that the way society 
is at present constituted, makes.for maldistribution of wealth. 
Titmus argued that a major function of welfare policy should be
to redistribute wealth through the provisions of services (mainly 
f
social*services, schools, hospitals, unemployment and. sickness 
benefits etc). W hat Tyler seems to be doing is simply asking 
to make sure that social policy in relation to schooling should 
ensure the use of strategies which equalise ’use’ rather than 
’provision*. Tyler ends his analysis with an outline of the new 
indicators for educational policy ’through which the real abuses 
and inequities of the present arrangement can both be identified 
and realistically tackled*.
The ’new policy* put forward ’redress* for disadvantages based 
on equality of individual cost and benefits and the ’social returns 
as measured by the benefits that accrue to all groups. It proposes
1 Minimum performance -in basic skills of literacy and numeracy 
for all pupils.
2 Reallocation of teaching resources which have a demonstrable 
effect•
3 As a central measure of the ’redistributive strategy’ the 
cost and. benefits of each extra year of education across, the 
spectrum of economic, and social backgrounds should be measured. 
This he sees to be the most direct way of achieving equity,
as it would compensate not only for monetary but for the 
psychological loss entailed by certain groups by making 
certain choices.
4 The formulation of ’objective’ sociological indicators of
the status and economic expectations of educational attainment - 
this would constrain the ’subjective* elements involved in (3).
5 Finally, Tyler advocates the monitoring of the rates at 
which these indices change. He would expect an annual 
decrease in the value of 1, 3 and 4j in 2 he would expect 
a gradual conformity of expenditure in different regions, 
authorities and districts.
But even with all this, Tyler still ends on a pessimistic note:
*.. if educational inequality is to be cured -we must go 
beyond both individualism and rhetoric and look at those 
structures and processes of industrial society... Only 
when this is done will it be possible to distinguish ;• 
between those inequalities that are indispensable to 
productivity and liberty and those historic abuses which 
could well be swept away*’
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So it seems that Tyler is suggesting an economic model of social 
policy which he hopes will * redistribute* wealth and 1 social goods* 
including education. But Vic George and Paul Wilding (1972), in 
their paper on Social Class, Values and Social Policy, ha5/£ 
criticised the social class basis of social'policy, and commented 
on the role of social values in determining social'policy. They 
write:
*Our thesis is that the social values expressed in social 
policy are in many cases the values of the market and the 
values of dominant social groups. The Welfare State is 
not an autonomous, institutionalised expression of human 
benevolence. It is the product of a particular social and 
economic system and it operates in that context. Inevitably 
it reflects the attitudes of those with'power and influence. 
This ensures that it can only be slow, reactive and post 
factum. . The nature of the dominant value system ensures the 
weakness of the Welfare State which, in turn, exalct the 
invisible hand of the market as the only viable means of 
distribution. Until we recognise the fact that the Welfare 
State operates within a particular social and economic system 
and that it is the product of the values and institutions 
dominant in that system, our understanding will be 
dangerously limited.,*
The history of social policy suggests that the development of a
socio-economic policy to provide * solutions' -to problems of
maldistribution of income and inequality of educational opportunity
will.be very limited and may serve simply to increase the 'luck*
factor of Jenks or the 1 random* factor of Boudon for individuals
within certain social classes, without altering the relative
positions of all social classes’ within the hierarchy. The history
of.the Educational Priority Areas and the Community Development
Projects, both concerned within the * compensatory’ model, have not
had any real impact on the disadvantaged in society (Halsey, 1975).
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It is clear that these socio-economic proposals for combating 
educational (and social) disadvantage require greater public 
spending. Rudolf Klein (1976) in a paper dealing with Priorities 
in the Age of Inflation, commented that the past 30 years had seen 
unprecedented public spending due to economic progress. "The 
Welfare State flourished because the Growth State prospered.1 
But the present situation is one of no-growth, therefore the 
wherewithal to finance social policy and welfare projects just 
do not exist. This has resulted in a changed relationship between 
social and economic policies. In the past two years we have seen 
cuts in public spending which have affected welfare and social 
provisions especially schooling at all levels. Policies requiring 
increased public expenditure on any significant scale cannot hope 
to win wide government support.
3 EDUCATIONAL INEQUALITY AND- THE SELF-CONCEPT OF THE 
DISADVANTAGED CHILD
It is important to note the link between the idea of social 
deprivation/disadvantage and self-concept/self-image improvement 
programmes. Theories of negative self-concept and poor self-image 
are used to explain educational Tunder-achievement’ of working-, 
lower-class and black children. Yet if, as Boudon argues, ’people 
will make different choices according to their position in the 
classification^system', then educational choice - to achieve or 
not to achieve? to stay or not? may be as much a function of 
one’s class position, objectively defined, as one's self-concept, 
if it is possible to separate the two things. The idea that poor
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self-concept is to blame for black or lower-class under-achievement 
is based essentially on theories which regard black and working- 
class culture as deficient and which assumes the internalisation 
of the negative view which dominates the white middle-class culture 
holders of these groups. But Boudon has convincingly demonstrated 
that even if all cultural and social disadvantages were obliterated 
there would still be a significant degree of educational and social 
inequality. So even if the cultural/disadvantage theory was well 
founded, it still does not answer the problems in a satisfactory 
manner.
Yet.the view persists, and along with it go attempts to enrich
the culture of these disadvantaged groups* thus giving them a
firmer basis for the development of a positive self-concept and
high self-esteem. Swift (1972), writing on the influence of 'the
environment' on the development of self-concept, has dismissed the
cultural deprivation theory which says that ghetto working- and
lower-class culture is deficient and, using the findings of
linguists working in that field, has stated that:
'From the sociological perspective, it can only be sa:id 
that ... the proposition that the dialect of ghetto 
culture is a coherent whole, well adapted to the needs of 
its environment and carrying the capacity for all forms 
of cognitive behavidhr, is entirely congfuent with any 
theory of culture.' 1
He continued:
'The cognitive style or problem solving- strategies of a 
particular child; the structure of his language; his view 
of and approach to formal learning, are specific instances 
of culture... As such we can only interpret them as 
intentional behaviour. By this I mean that the behaviour 
we observe ... must be interpreted in the light of the 
system of meaning, firstly of the-culture within which the 
child principally roots his concept of self, and secondly 
of the specific culture of the setting within which the 
interaction has been generated.'
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The fact is that the operating of a particular social structure 
serves to select certain classes and groups for social status 
and reward on given criteria. Those who do not meet these 
criteria, whether on grounds of race or class, know this and 
their culture equips them to make certain decisions, what Boudon 
calls /choices' (only the term choices implies a more positive 
variety of alternatives than actually exists). Very often these 
decisions result in consequences which reinforce established class 
divisions and appear not to be in the interest of people who 
make them. As, for example, Wrllis' sample of working-class beings 
whose style of life and method of coping with school resulted in 
the majority of them being socialised very early on into the 'sub­
culture' of the shop floor.
Those who see black under-achievement in schools as due to 
'alienation', 'isolation', negative self-concept, poor self-esteem 
and lack of identity are anxious about the consequences of this 
for the school system and for society in general. They believe 
that the school system must offer these children a chance to 
'find themselves', to redefine their cultural heritage and to 
reassess their own individual worth with it. These aims are 
worthy - but will they make any difference - even supposing they 
could be achieved? •' ,
As another French sociologist has written (fcourdieu, 1971),
'the school is required to perpetuate and transmit the capital of 
concentrated cultural signs ... the culture handed down by the
intellectual creators of the past.. Furthermore, it is obliged to
. f , -
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establish and define systematically the spheres of orthodox 
culture and the sphere of heretical culture.1 Bourdieu argued 
that the school in contemporary society is invested with a . 
function similar to that which the Church performed in early periods 
of history to establish and define new doctrines and to defend 
old ones. In this analysis the features of cultural deprivation/ 
disadvantage would be seen as a form of ’heretical culture'.
In this analysis the personality characteristics and life styles 
which are associated with cultural disadvantage/deprivation would 
be defined as forms of 'heretical culture' against which the legitimate 
culture (through the schools) must defend itself. One of the 
possible ways of defence may be to 'legitimise' certain aspects of 
the heretical culture - thus, for example, the incorporation of 
Creole languages in the curriculum might serve this purpose. A 
similar process to the legitimisation of jazz music which Bourdieu 
cites as an example of such a process. Another response can be 
seen in terms of the compensatory model which explains aspects of 
the heretical culture as resulting from environmental causes 
including language deficit and attempts to compensate the disadvantaged 
and thus to integrate them into orthodox culture.
Teachers in the 'micro-situation' of the classroom try to make 
sense of their own reality - by responding to the needs of the 
children they teach and to their own need§ for job satisfaction 
and their own interpretation of the wider social and political 
conditions in society. All this takes place against a background 
where, as Boudiere puts it, 'the underlying affinities uniting
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works of learned culture ... are governed by the principle emanating 
from the educational institutions.' This must mean that urban schools 
in Britain today are faced with a situation of great complexity: as 
agents of the orthodox culture they must preserve and enhance that 
culture and induct children into its value system. At the same time, 
schools are asked to accommodate to the existence of other (foreign) 
cultures (or local, sub-cultures) and somehow give them a degree of 
legitimacy in order to avoid alienation.• It is a problem which 
educationalists have not really dealt with; the ideas of compensatory 
education on the one hand and multi—racial education on the other 
appear to be tackling aspects of the problem, but this is more . 
apparent than real for the fundamental problems of the role of the . 
school in post-industrial society have first to be seriously 
considered, and in considering that some possible course of action or 
development may occur.
The role of the urban school with a majority of working-class and 
'immigrant1 children in what Daniel Bell (1973) and Touraine (1971) 
have termed ’post-industrial society' has not been adequately 
discussed or examined by educationalists or policy makers. The term 
post-industrial society has been used by Daniel Bell to describe 
post-war Western society:’industrial society is the co-ordination of 
machines and men for.the production of goods. Post-industrial society 
is organised around knowledge for the purpose of social control and 
the directing of innovation or change’ (Bell, 1973). Linked as it 
has been to theories of the development and and management of 
scientific knowledge and state control of this to increase growth, 
Bell's analysis has been challenged of late (the 1970’s) as most
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Western industrial society experiencing a form of recession and 
a standstill or 1 no-growth1 in their economies. However, it 
remains true that we live in a ’knowledge1 based society. Urban 
schools for working-class children developed out of the Industrial 
Revolution and the-need for a skilled labour force. In post­
industrial society, according to Bell, technology will replace 
manpower and ’knowledge’, and in particular scientific knowledge will 
become more central in post-industrial society. If Bell and Touraine’s 
analysis is only partly right — what are urban schools doing to educate 
working-class and black children for life in post-industrial society?
Or is it intended that only a scientific elite should appreciate its 
benefits and be able to take a full part in it?
The presence of large numbers of immigrant children in British 
schools has heightened and thrown into relief many inherent problems 
which have been a feature of the British educational system since its 
inception! the nature of these problems has to do with the structure 
of society which, in spite of overall social and economic advance, 
continues to tolerate substantial minorities who are denied access to 
wealth and opportunity (Field, 1977; Blackburn, 1973; Piven,1972) and the
historical role of schooling in that differentiation process whatever 
the causes of educational inequality and disadvantage and (Rutter,
1976) after a comprehensive review of the literature, concluded that it 
was ’futile’ to search for cause, the fact' remains that inequality 
persists and schooling has done little to mitigate its overall impact. 
This suggests that Bernstein’s (1970) critique on the idea of 
compensatory education was right to conclude that ’education cannot 
compensate for society’.
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AMERICAN RESEARCH ON THE EFFECT OF COMPENSATORY EDUCATION ' /
INCLUDING BLACK AND ETHNIC STUDIES PROGRAMMES, ON THE SELF- 
CONCEPT OF BLACK CHILDREN
Diana Slaughter (I974) has written a paper on the Alienation of 
Afro-American Children, in which she put forward the view that 
the 'deviant behaviour1 of many black American children could be 
explained in terms of the school curricula to which they were 
exposed. She wrote that compensatory educational programmes had 
failed"because they had taken.place within 1 the bureaucracy of 
the educational system' which they had 'hardly dented'. She 
explained this failure in terms of the 'alienation' theory originally 
put forward by Hegel and elaborated by Schutz (1962-66) into two basic 
features:
1 the disparity between the individual's actual condition and 
his essential nature- Alienation I, and
2 the voluntary separation from the individual of some-thing 
importantly his - Alienation II.
Slaughter writes:
'Both Alienation I and Alienation II have direct relevance 
for discussion of quality education for Afro-American children. 
Alienation I occurs when the curriculum and evaluation 
strategies of public schools require Afro-American children 
to suppress their understanding of the value and normative
<
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differences in their immediate families and communities 
which they bring to the middle-class value oriented 
school... Alienation II occurs when schools do not transmit 
information as to the history, traditions and folkways of 
the broader Afro-American communities, and when achievements 
and competencies of black Americans are ignored or negated.1
Frederick Harper of Howard University (or black American University)
in his paper, Developing a Curriculum of Self-Esteem for Black Youth,
proposes that the school curriculum should meet the basic human need
which the child has for self-esteem, status, prestige, attention
and recognition for personal achievement. He observes that:
'a child's self-esteem is commensurate to a strong positive 
self-concept and there have been socres of studies that 
correlate self-concept with academic achievement. The 
implication here is that if the Black child is to learn and 
if he is to have a positive self-concept, then the school 
setting must provide curricula experiences that will foster
. self-esteem in the black child or ... help him to meet his
need for esteem*.
Both Slaughter (1972) and Harper (1977) agreed that the curriculum
of the American public needs reforming and they believe that this
will have an effect on the self-concept of .the black children
attending them. Harper writes:
'The atmosphere of the school, the relationship with the
students, the nature of the course and course materials 
should all bear symbols and contingencies that stimulate a 
feeling of self-pride and high regard for black students.'
He then lists ten specific suggestions which he says, 'might
encourage' self-esteem amongst black students. These range from
providing food and encouraging cleanliness, through courses
reflecting Black Culture and History, community exposure and
encouraging school pride.
In this section we summarise the major research findings on the
effects of Black Studies and Cultural Enrichment programmes on the
self-concept of black American children. In reivewing these
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findings it is worth noting once more that empirical research has 
not generally supported the belief that black children generally 
have negative self-concept and that many research findings both in 
America and Britain have found black children to have positive self- 
concept as measured on a variety of research instruments.
Most of the American research in this area has focussed on the 
differences in self-concept under conditions of segregation and 
integration. The research is aimed at discovering what impact 
the changes in educational practice, brought about by desegregation, 
would have on the self-concept scores of the black and white 
children involved; and to contrast children who remained in 
segregated school environments with those who were transferred.
SUMMARY OF RESEARCH ON BLACK SELF-CONCEPT ^
(a), SEGREGATION, DESEGREGATION AND INTEGRATION
Using the Self-Social Symbols Task of Henderson, Long and Ziller, 
Taylor (1958) compared border state, public school pupils undergoing 
the first year of desegregation with those enrolled in segregated 
or already desegregated schools. Repeating these measures at the 
sixth grade, upon entrance into seventh grade (the onset of 
desegregation for the experimental group), and at the close of 
seventh grade, Taylor found that black and white children showed 
significantly different self-concepts in the dimensions of 
Centrality, Dependency, Individuation and Power, Attendance in 
segregated schools intensified these differences for one or both 
races. Significant changes in self-concept following an initial 
year of desegregation were limited to the formation of differing
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patterns of socialization. Contrary to findings in Whites of a 
general pattern of decreasing identification with a friend in 
previous studies with white students, subjects in the desegregated 
schools in this study increased in identification with friends and 
reduced the size of groups in which they included themselves. Black 
and White children reacted differently in desegregation; blacks 
tended to decrease in self-esteem following an initial decrement.
McWhirt (1967) investigated changes in student attitudes in a 
Southern high school in process of desegregation. One hundred and 
fifty-two tenth grade students served as subjects (38 black and 38 
white in an integrated school and an equal number in segregated 
schools), matched for sex, age, intellectual development, socio-economic 
level, family size, and level of aspiration (plans after high school)., 
and including an equal number of males and females. McWhirt used a 
Semantic Differential Rating Instrument at the beginning and end of 
the school year. Self-Concept was defined as the sum of four ratings 
given to the concept Tmy.selff. Male students showed a more 
significant increase in their rating of the concept than females.
In the integrated school, black females and white males increased 
more in their ratings of self-concept than did white females and 
black males. In the segregated schools, black males and white 
females increased more in their ratings of self-concept than did 
black females and white males. This second-order interaction was 
considered to be significant.
Hypothesizing that the self-concept of black students was 
unrelated to school integration,Biennevu, (1968) studied the effects
of integration on the low6r-class black adolescent male to determine
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whether integration of black students into predominantly white 
schools had a significant influence on their self-concept and level 
of manifest or overt anxiety. Eighty subjects matched for age, 
intellectual level, grade level, and residence, were administered 
the Bills Index of Adjustment and Values. He found that there was 
no significant difference in self-concept of the experimental group 
and the control group from the preintegration to the postintegration 
situation. Bass (1969), using the Bills Index of Adjustment and 
Values, investigated change in ninth grade students1 and recorded 
self-concepts after interaction with materials taught in seminars of 
either a segregated and integrated group structure, to which 
students were randomly assigned, with the racial composition of the 
teacher team matching the racial composition of the student group.
He found no significant change in self-concept. When students were 
compared by race or group, white students in the segregated group and 
black students in the integrated group experienced a negative 
directional change, while white students in the integrated group and 
black students in the segregated group experienced positive change, 
neither of significance.
In an attempt to study the hypothesis that integration in education 
Imp'roVcs so I. t'"c oncopl of black children, Strauss (I9t>7) .studied 1Cy
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schools. An equal number of students were in schools paired to 
impose integration and non-paired (predominantly black and Puerto 
Rican children) in the study. Using a fifty-item questionnaire with 
a three point scale, the investigator attempted to ascertain an 
individual’s school—self. The results showed that the paired groups’ 
scores were significantly higher than the scores in the segregated
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schools. No significant difference was found between the scores 
of the integrated second grade and the third grade groups.
Strauss drew a guarded conclusion that imposed integration through 
pairing schools did increase self-concepts of black and Puerto 
Rican children but recognised the limitations of the study in 
terms of the short period of time considered, the fact that 
children from only one paired school were tested, thus allowing 
for limited generalisation, and the fact that the questionnaire 
technique was limited by the experience of the researcher.
(b) VARIATIONS IN' EDUCATIONAL PRACTICE
In-three studies, the self-concept of black school children did 
not change as a result of.innovative educational practices.
Talley (1968) used a Q-sort to infer the pre— and post-self and 
ideal-self concept of eighth grade students. The educational 
innovation was weekly group counselling compared with a control 
group receiving only the usual programme. He concluded that 
social class membership was a variable of importance in.the 
directional movement of self-concept in group counselling and 
that self-concept was not a unitary phenomenon. The directional 
movement of self-concept was not statistically significant, however.
Allen (1969) studied the relative merits of three methods of
training in contributing to gain in self-concept, using the.
Gordon *How I See Myself* Inventory. No significant changes
occurred between pre-test and post-test when means were used as a
comparison. Analysis of variance revealed no significant difference 
<
between experimental and control groups, each consisting of 
disadvantaged black fifth grade children.
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-Using a Self-Concept Checklist developed "by Davison and 
Greenberg, Freyberg (I966) explored- the hypothesis that fifth 
graders in a Northern urban inner-city school who had served in 
semi-tutorial roles to children in second grade would have a more 
positive self-concept than those children who did not have this 
experience. The hypothesis was not supported for the group as a 
whole, nor for boys, but some support was obtained for girls. The 
investigator pointed out a limitation of the study in that the 
experimental group (one school class) was significantly higher in 
language and arithmetic achievement than the control group,, and 
that no pre-experiment data were obtained on self-concept.
Two more extensive educational innovations were carried on in 
the. New Orleans Public Schools over a period of a 'summer and a 
school year. A pilot summer study had the objective of improvement 
in self-image of disadvantaged black students in a Head Start 
programme. The control group, matched for age and sex, was involved 
in the usual Head Start programme. The Draw-a-Man Test was 
utilised as an indicator of the child’s self-concept. On this 
test, there were gains for the experimental group and no gain for 
the control group, a finding which was interpreted to support the 
positive effects of the modified curriculum in improving self- 
concept. -
A follow-up study was conducted (1968), lasting throughout the
school year, with two classes of 22 black students each, one a
model kindergarten class, the other serving as a control group in
a regular kindergarten. Initial testing was conducted at the 
• ( ,
onset of the school year and eight months later. The groups were
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matched for age, intelligence, sex, as well as for comparability . 
of teachers. About half of the subjects in the control and in 
the experimental group had participated in the pilot programme.
Innovations to enhance the child*s self-concept consisted of 
services of a visiting teacher and consulting psychiatrist, home 
visits by the class-room teacher, a curriculum approach developed 
as a guide for teachers to increase individual attention, and 
parent instruction and participation in group sessions with the 
psychiatrist and the group teacher. On the Draw-a-Man Test, the 
experimental class showed gains which were significant at the .01 
level as well as a percentile rank similar to that of children in 
the average range in the standardisation population. The control 
class, on the Draw-a-Man test, showed gains which were statistically 
significant, although the post-test percentile rank was low. The ■■ , 
difference between the post-test percentile rank of the experimental 
and the.control group was significant at the .002 level. The 
investigators inferred that the programme in the experimental class 
created an awareness of self and some increased sense of identity 
and body image•
) ROLE MODELS FOR LOWER-CLASS BIACK BOYS
A project which used successful black professionals, speaking on 
their own life experiences and careers to low socio-economic black 
high school students in order to improve self-esteem (Henderson, I969) 
reported considerable success in contributing to a decreased drop­
out rate and higher academic achievement; these results were held 
to be related tor the enhanced self-concept of the students. But the underlying
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idea was questioned by Henderson, who argued that such activity 
impedes the movement of lower-class blacks into the mainstream of 
American life because of the setting up of middle-class aspirations 
with false definitions of environmental opportunities. He suggested 
that job competency, student empathy, and masculinity were more 
important male occupational role model traits than race. .
Long and Henderson (1966) used a nonverbal method to investigate 
self and social concepts of disadvantaged black school beginners in 
a.rural Southern community. The hypothesis was that the social 
experiences of these students would be different from those of the 
more advantaged children in the community and that these differences 
would be related to their self-perceptions in relation to others.
An experimental group of 72 black school beginners enrolled in a 
Head Start Programme and a comparable group of white school beginners 
who were not economically disadvantaged were given the Children's 
Self-Social Constructs Test, a nonverbal symbols test. The 
disadvantaged children (who'were the black children) were found to 
be less identified with father than were the controls and showed 
greater identification with mother. They also showed greater 
identification with teacher. A negative relationship was found between 
the number of siblings and identification with teacher within the 
disadvantaged group. Within the disadvantaged group, boys were 
less identified than girls with both mother and teacher. There was 
no significant difference between the sexes for identification with 
father; thus, disadvantaged boys were, on the whole, less identified 
with adults than girls, a finding which conformed more to results 
obtained in studies of middle-class white elementary school children.
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The .'investigators postulated that the lower self-esteem found 
in disadvantaged children supported the initial hypothesis and 
suggested that the low social status of the child’s family, 
reinforced by a racial caste system, had penetrated the self- 
image of the six year-old child. The authors were aware of the 
major limitation of this study, that all of the disadvantaged 
children in this study were black and all of the advantaged 
children were white. It was impossible, thus, in this study, to 
separate the effects of race (and the social discrimination 
related to it) from the effects of poverty. They did feel, 
nevertheless, that they could state that reduced self-esteem may 
indicate the psychological disadvantages accruing from low social 
status.
Further research in this area includes Powell & Fuller (19.7-0.) 
on School Desegregation and Self-Concept*. This was a pilot study 
which looked at the psychological impact of school desegregation on 
7th, 8th and 9th grade children in a Southern city. A self-concept 
scale and a socio-familial questionnaire was given to 614 white 
and black students in segregated and desegregated schools. The 
black children were found to have ’significantly higher* scores 
than the white children - those in segregated or predominantly black 
schools achieving the highest scores.
Research specifically dealing with Black Studies of self-concept:
A.Yee and J.Fr£.th (1971 ) Do Black Studies Make A Difference in
Ghetto Children’s Achievement and Attitudes. This study was part .
of a wider teacher-training programme organised by the University 
<
of Wisconsin which provided teachers and administrators from
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predominantly black ghetto elementary schools with (t) a more 
complete and. informative understanding of the black man’s 
contribution to American history and (2) constructed social 
studies: units of study for elementary school children which 
integrated the black experience into the major concepts of 
American history. Participants went back to their respective 
areas and schools and implemented the ideas they had been 
exposed to and used the units.
The two year project included a follow up experimental study 
of the effects of the programme on the classes which these teachers 
taught. These classes were matched by a ’control*, class and the 
only systematic difference between control and experimental 
classes was that the control classes had not been exposed to the 
projects units or any other systematic black studies. The sample 
consisted of 25 experimental and 25 control classes in the areas of 
Washington DC, New Orleans, Racine and St.Louis. Lee and Frith 
used a modified version of an unpublished multi-dimensional test 
with 100 items, developed by Pauline Sears at Stanford University. 
They also used a five-point scale of teacher-ratings of pupils’ 
general achievement, and measured pupils' attitude towards school 
and the advantages of education by a specially prepared 20-item 
inventory; finally, pupils’ knowledge of social studies content 
covered by the Integrated History units was tested.
Lee and Frith used a pre-test/post-test control group design,
on the pre-test they found no statistically significant differences
between groups. The post-test showed the Experimental group 
< ,
achieving significantly higher scores on all Integrated History
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items,... The authors commented on their findings:
* no significant differences were found with-att-itudinal ' 
measures, standardised achievement test scores and teachers* 
ratings of pupils, which indicates that such variables are 
more stable and difficult to modify. To influence such 
variables with the projects units, it is our opinion that 
at least several years of revised classroom curricula and 
continuous instruction would be needed.•• To affect traits 
such as the self-concept, or attitude towards school of 
ghetto school pupils, requires beginning with their gaining 
knowledge that uplifts their perception as people with a . 
rich heritage.*
Oslen (1972) examined the Effects of Changes in Academic Roles 
on the Self-Concept of Academic Ability of Black and White 
Compensatory Education Students. ,
The" aim of this study was to *identify the level of.self-concept 
of academic ability of black and white pre-college compensatory 
educated students upon enrolment in, and completion of, a compensatory 
education program*. In order to be eligible for the pre-college 
compensatory education programme an applicant had to:
1 be a high ,school graduate in New York or hold a New York State 
Equivalency Diploma;
2 live in a defined poverty area within the city;
3 be a US citizen or have filed a Declaration of Intent;
4 be entering college for the first time;
5 be highly motivated to attend college.
The .entire class of (19.68-9) New York Pre-College Compensatory 
Educational Programme were included in the study: 108 blacks 
(64 males, 44 females) and 13 whites (7 males, 6 females). The 
Brookover Self-Concept of Academic Ability Scale on entering and. 
leaving the project. Qslen*s first hypothesis that *there would
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"be a positive change in self-concept of academic ability in subjects 
on moving from one role (compensatory education student) to another 
role (regularstudent)' was supported. But his second hypothesis,, 
that there would be a change in self-concept of academic ability of 
black and white, students from Test 1 to Test 2 was accepted for black 
students but not for white.
TABLE II (Oslen, 1972)
CHANGES IF SELF-COFCEPT-OF-ACADEMIC ABILITY SCORES OP COMPENSATORY 
EDUCATIOF STUDENTS BY RACE AND SEX COMBINED PROM TEST 1 TO TEST 2 ■
..
F Test 1 Test 2 Change (2-1)
White males 7 26.429 27.429 1.000*
Black males 64 28.313 29.234 •919*
White females 6 27.500 26.000 -1.500
Black females 44 28.023 28.636 .613*
* Significant at .05 level
Oslen noted that all students in his sample have average or above 
average scores on the BSCOAA scale. But that blacks had higher SCOAA
than whites. His final comments are:
'If this research proves true for other samples, and for other 
populations, of students of compensatory education pgorammes, 
new life will be pumped into compensatory education for Brookover 
stresses that if SCOAA is enhanced then higher academic achieve­
ment will result •'
Grant (1973) Black Studies Material Do Make a Difference: Grant
described the thesis of his study:
'If a child is provided with:relevant materials, he will have 
a more positive self-concept, better achievement and better 
school attendance*.
His hypotheses were:
(1) Students in classes using experimental materials will have 
more positive self-concept than will students in other classes.
(2) Students in classes using experimental materials will have 
better achievement than students in other classes.
(3) Students in classes using experimental materials will have 
better attendance than students in other classes.
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As with previous research, Grant found .no evidence to 
support his hypothesis that ’relevant material1 would affect 
the self-concept of these students although, again as shown 
by previous research, achievement and attendance were affected.
There were problems with this research - the 'treatment 
time1 was only 4 months and was interrupted by spring holidays 
and school activities during the end of term. The third 
grade students could not read the Research Instrument and 
teachers had to read all the items to the class. Grant thinks 
that these two factors could have influenced the results.
McCormick & William (1974) studied the Effects of a Compensatory 
Program on Self-Report, Achievement and Aspiration level of 
"Disadvantaged" High School Students.
This research studied the effect of participation in Project
Upward Bound on the self-concept of students in the lowest
income range of the population. The author described the aims
of Project Upward Bound.
'Project Upward Bound was designed to develop the skills 
and motivation necessary for success in higher education 
among potentially capable high school students from low- 
income backgrounds and inadequate academic preparation.
We attempted to remedy poorly developed academic skills, 
as well as motivational arid aspirational deficits, and 
• thus to increase the young person's probability of 
acceptance and success in a collegh or university 
environment.'
McCormick & William tested from hypotheses relevant to the 
effects of participation in Upward Bound on changes in 
"disadvantaged" high school youth. Variables chosen for
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examination were reported self-concept, academic achievement 
and reality of aspiration level. The hypotheses were:
1 As- self-concept becomes more positive, levels of 
achievement will rise and levels of aspiration will become 
more realistic;
2 Greater changes will occur in the relevant variables during 
the summer on-campus part of the program year than will 
occur during the academic year;
3 Students in the summer on-campus program.for the first 
time will manifest greater changes in the relevant 
variables than will students, form whom it is a second or 
third experience;
4 Gain in self-concept, achievement, and reality of level of 
aspiration are a function of length of time as a participant 
in the program.
Student subjects were drawn from the University of South 
Florida Upward Bound program.. The sample consisted of 152 students 
enrolled in the program during the year September 1967- 
August 1970. They were divided into three groups:
GROUP I ,65 "Bridge" students who had,(by June 1970) completed 
at least one summer in residence and one full academic 
year of the program.
GROUP II 43 students, selected in 1969 and whose first summer 
residential experience was in 1970.
GROUP HI 44 students who had been residential in 1969, thus 
the ^ summer of 1970 was their second on-campus 
experience.
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The Tennessee Self-Concept Scale was used to assess changes 
in reported perceptions of self. This scale consists of 
100 self-descriptive items to which the individual responds 
in terms, of the likeness to his self-perception.
The Metropolitan High School Achievement Tests were 
administered to test attainment.'
Worrell’s Level of Aspiration .Index was used to gauge 
levels of aspiration.
We are mainly concerned with the results related to self- 
concept. Students were tested three times, first in January, 
then' at the end of May and finally during the final week 
of the residential program in August. The authors reported 
that ’significant group differences in self-concept appeared’ 
amongst the sample:
RESULTS: Group I scored highest in each of the three test 
periods, followed by Group III and II.
In the light of previous research reported earlier, Soares,
1969, it is interesting to note McCormick & Williams’
concluding remarks:
’Of the three variables dealt with in this study, 
reported self-concept showed the most consistent and 
strongest evidence of positive change across the time 
interval and across subjects.'
Raymond Giles (1975) Black Studies Programs in Public Schools.
This study is of particular importance as Professor Giles has 
been very influential in this country with regard to the 
problems of race and education (he has recently written a book 
on the subject of West Indians in London schools which we will
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be looking at later). Giles chronicled ’ the trend towards
Ethnic and Cultural Heritage Programs1 in the States and he
started with the speech by Congressman Pucinski, Chairman of
the General Subcommittee on Education. Speaking to Congress
in support of a Bill to fund Ethnic Heritage Programs, the
Congressman said that:
’First, American youth should have the opportunity 
to study, in depth, about their own ethnic background - 
about the rich traditions of their forefathers - and 
the many ways in. which these past generations have 
contributed to American life and culture.
A second and equally vital purpose of the Bill is 
to create greater.awareness and to appreciate the 
multi-ethnic composition of our society through 
a. broadly based study of the readily.identifiable 
ethnic groups in our nation.’
Giles remarks that although Congressman Pucinski spoke of
ethnic studies as an ’all-American’ pursuit, ’nowhere is
this need more vocally expressed than amongst black Americans.
This vocalness, explains in part why in many school districts
black, Afro-American or African studies are being introduced’.
Giles’ own study was concerned with an evaluation of 25 
of these black studies programs in public schools throughout- 
the U.S. As well as studying the aims and methods of the 
programs,..Giles also studied curriculum guids of different 
school districts and interviewed teachers and administrators.
His book provides an interesting and detailed account of the 
policies and attitudes of the school establishment towards 
Black and Ethnic Studies in America. But we are mainly concerned 
here with his findings on:the impact of participation in these 
programs on thp self-concept of the black children who 
participated. Overall, Giles concluded that these effects
were minimal.
IMAGES OF AFRICA
Giles interviewed children in 15 African Heritage Programs
in New York and found that their attitudes towards Africa
had not changed as a result of the programs - the children
still regarded Africa as ’savage’ associated with ’wild
animals’, ’heat’ ("I would not like to visit Africa because
it is too hot and in some parts of Africa there are wild
animals” wrote a child on one of these classes.) Giles
observed that ’of all the things that were shown or said about
the people of Africa during a nine-month period (the length
of the course) many students only related the most, negative,
bizarre, or exotic.’ Giles concluded that:
’To try to develop an appreciation and meaningful 
discussion of Africa's resources and the importance of 
imports and exports amongst fifth-grade children who don’t 
know where pork chops come from is to disregard a basic 
teaching principle, namely, to begin where the learners 
are. ’
He believed that the program failed because it did not take 
into account the experiences, limitations (in basic skills) 
and interests of the children. These black youngsters were 
Americans’first, and blacks second and 'none of the facts that 
the students learned helped them to become more accepting . 
of Africans or of themselves as descendants of Africans’.
Giles’ New York study was the only one in which he 
specifically examined the impact of a particular program on 
the children taking part to see if it had changed their 
attitudes. For the rest., his research was an attempt to clarify
the aims of objects and the methods involved in developing
teaching black studies courses, and to highlight the
problems and difficulties implicit in this approach to
public education. It is clear that Giles accepts the need
for black studies in American schools but he is concerned that
it should develop in an appropriate form and 'should meet the
needs of the various communities1 in American society. His
concluding remarks are worth noting:
’Clearly, then, two points emerge: one, ethnic heritage 
and black studies programs represent a recent 
phenomenon about which little of use to program 
planners and evaluators has yet been written; and, two, 
these programs do represent a rapidly evolving and 
institutionalizing phenomenon that should be clearly 
analysed and assessed ... so that present and future 
. programs may be better developed, implemented, and
utilized in and by the school system, so that Professors 
who will be training teachers for such programs can be 
kept up to date on all developments.’
Betts (1975) Free Schools and Self-Concept in Adolescents 
This study attempted to ’systematically assess the effect 
of a "free" school program,, with respect to students’ self- 
concept. The "free" school in question had been formed by 
the joint action of parents and school administrators to ease 
the problem of overcrowding at a local High School in 
Philadelphia. The West Philadelphia High School was in an 
area of 78% "non-white' and the school population during the 
period 1969-1971 was given as 99% black. The Free School 
began in 1970 with 225, by 1971 it had more than 450 students. 
After 2\ years the school program was opened up for evaluation. 
It was decided^to limit'the test population to students in 
their senior year, of whom all were black.
A random sample, stratified on the basis of sex and grade 
level, was selected from the Free School and the West 
Philadelphia High School.
The assessment instrument had four parts:
1 Demographic data: age, grade level, sex, economic status 
(based on parents’ income);
2 Semantic differential with twenty-seven bi-polar pairs 
of adjectives;
3 Modif ied Brookover Instrument -SCOAA. Questions were 
screened for word meaning and overall comprehension using
students who were not part of the test sample;
4 Open-ended response item to elicit information on
’significant others’ in their relationships and to record 
future vocational and educational orientation ’three' and 
'ten years' after completing the questionnaire.
Since this is the only study which is comparable with my own 
research in that it compares children in a community based 
’free’ school with a sample of those remaining in the parent . 
school, to see if attendance at the free school had an effect 
on self-concept; I would like to look at this research in 
some detail.
The first problem the author mentions is concerned with 
sampling - the stratified random sample had to be abandoned 
due to changes in the test population brought about by policy 
changes and personal preference of the students. Thus, after 
2 years, free school students were recruited from a waiting 
list of ’volunteers' who wanted to be transferred there -
whereas before students had been selected at random.
Students living near a particular 'free school house' elected 
to go to that house and thus certain houses developed a 
'self selected' clientele which further compromised the 
assumption of randomness, a consequence of these changes 
in population.
The second problem concerned the assumption that there
was no difference in the self-concept of the children who
elected to go to the Free School and those who stayed on
at the parent school at the time of the establishment of
the project. Betts comments:
'Since no attempt was made to measure self-concept at the 
time the students transferred between programs, there is 
relatively little evidence to support this assumption.... 
That which exists in the way of evidence, including the 
comments of students, suggests that, if anything, 
students entering the Free School program might well have 
scored lower in self-concept than students remaining 
at West Philadelphia High School. The typical comments 
were: fI couldn't make it at West', 'The teachers were 
against me'.
Betts argues that we must be willing to allow this assumption 
(that the self-concept between groups was equivalent) because:
without a willingness to make such an assumption, 
there is no basis on which to draw conclusions regarding 
the results of the study with respect to the influence of 
the school program'.
The third problem relates to establishing a causal relationship
between changes in self-concept and school programs: 'In
order for the study to have benefit as an evaluative instrument,
the results must be related to a program'. Betts feels that
having made a reasonable effort to eliminate or control the
influence of lion-school'variables, differences in self-concept
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between the two.groups could be inferred to be caused by school 
programmes. .
Betts found that:
'With respect to the specific observations made on the test, 
the majority of the indicators support the conclusion that 
students at the West Philadelphia Community Free; School 
demonstrate a significantly higher 'self-concept'. The only 
major contra-indication relates to attitude towards achieve­
ment in schools, a situation confounded by deliberate 
elimination of grades.in the Free School Programmed
f
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(a) COMMENTS ON AMERICAN RESEARCH ON THE EFFECTS OF EDUCATIONAL 
INNOVATION INCLUDING BLACK AND ETHNIC STUDIES ON CHILDREN1S 
SELF-CONCEPT
In general, as June Christmas (1973) has written in her review,
the findings of these studies have been 1 inconclusive1. In the
one study (Betts 1975) which used school type as the major variable
and made comparisons between groups of youngsters, the researcher
himself had been involved in setting up the Free School Project and
had some prior interest -in its success. Even so the author was
frank about the problems he encountered, difficulties in sampling,
changes in policies etc. which are inevitable in field work
research of this kind, but which should not deter people because
such work must be done. Giles’ study, was well documented but the
section of interest, i.e. the Harlem African Heritage Programme,
was deficient in many respects - he covered 15 classes or projects
in three weeks ! One is amazed by such speed. But something had
to be sacrificed - and in this case it must be any depth to the
analysis of why the African Heritage Programme failed to influence
these-children to any degree - the study seems fairly superficial in
its understanding of these projects - what they meant to the children
and to the teachers taking part - what they really aimed to achieve
and why. The sort of analysis which perhaps Paul Willis took to his
study of the failure of schools to influence Northern working class
boys’ cultural values. The research taken as a whole does not provide
us with either a theoretical understanding of the basis of black
(or minority group) self-concept or with sound research findings on
which a theory might eventually develop. 
f «
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4.6 Cb) IMPLICATION FOR SELF-CONCEPT THEORY.
It is because this research is so lacking in any theoretical basis 
that its overall contribution to the knowledge and understanding of 
self-concept is very limited. Researchers report on the effects of 
this or that programme or intervention and appear to assume that a 
causal relationship exists between self-concept and the variables they 
are investigating.. There is very little attempt to relate what is 
happening in the projects to conditions in the wider world; Henderson 
is almost alone in raising the issue of the consequences of intervention, 
which he fears may raise lower-class expectations to an ’unrealistic 
level1* Henderson’s observation exposes the fraudulence of the self- 
concept enhancement claim: it suggests that, even suppose blacks did 
need compensating for low negative self-concept the effects of 
enhanced self-concept would be higher aspirations and expectations 
which could not be fulfilled and would therefore be labelled ’unrealistic* 
Theories of cultural deprivation and strategies of compensation which 
regard self-concept enhancement as an important criteria for increased 
achievement and upward social mobility in lower class people, need 
a fundamental rethink in the light of this analysis.
>^•7 SUMMARY" •
In this chapter we examined the ideas of cultural deprivation/ 
disadvantage and theories which try to explain educational and social 
inequality. The idea of ’compensation’-as a strategy of redress was 
examined; research on the effects of ’compensation’ was reported 
and discussed.
' «
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PART II. - v
I N T R O D U C T I O N  : '
Part I of this report offered a critique of self-concept theory 
arid research dealing with people of African origin specifically 
and;more generally with other deprived, disadvantaged groups in 
British and American society. It was suggested that most of these 
theories and research ignored the existence of Black Culture and 
Consciousness operating on a level which sustained and gave 
meaning to the lives of people excluded from the mainstream society; 
It was.suggested that an awareness of the historical role of black 
consciousness as shown in religious and political movements, in 
literature, poetry, music and song would lead towards a better 
appreciation of the facts of black self-concept and self-image and 
the ability of people to sustain pride in self against the brutality 
and oppression of the bellum and ante-bellum period (Levine, 1977)* 
In particular it was suggested that the social scientist in.Western 
society operates in an ethnocentric trap whereby they (a) ignore 
black culture or (b) regard it as a pathological manifestation of 
white culture. Myrdal, 1946; Monynihan, 1965; Pettigrew, 196.4 
exemplify this approach. The result of this is that even when in 
their own terms black children manifest positive self-concept and 
high self-esteem, this is explained either as the operation of an 
•inflation mechanism1 (Wein^eich, 1977) or reference group theory 
whereby, judging herself against others in her own depressed,
(
♦ • •' I
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disadvantaged group, the "black child naturally manifests a positive 
self-concept* Another way of explaining positive self-concept, 
in minority group children is to see it as a reaction to rejection, 
discrimination and marginal status whereby the group withdraws 
into itself, developing its own standards of conduct, its members 
evaluating themselves against their own group criteria. This thesis 
was recently advanced by Louden (1977 ) to explain the increasing 
alienation and high self-concept of West Indian children in Bristol* 
This thesis is essentially an amalgamation of defence mechanism- 
and reference group theories - and explains positive self-concept in 
negative terms, ignoring the existence of a self-enhancing culture 
and its role in sustaining a viable identity*.
The concern with self-concept and self-esteem of black children 
is seen in relation to the fact that black children in America and
v . . .  _
in Britain are substantially represented amongst the disadvantaged 
and deprived in these societies* It is believed that this low 
status is related to negative self-concept which leads to poor 
'motivation and consequent low attainment• Thus, socio-psychological 
theories developed within the mainstream European theoretical 
frameworkreflecting the philosophy and ideology of the elite 
being used to explain the working of the social system in individual 
psychological or family pathology terms. The 'family-pathology* 
explanation, put forward by Daniel Moynihan . 
ties up with the individual pathology explanation in that the 
latter is the result of the former: bad child-rearing practice 
giving rise to various kinds of individual malaise* These theories,
when isolated from those concerned with the nature of the social 
structure in industrial societies and the persistence of 
educational and social inequalities, may appear more convincing 
than they may otherwise be. Recent research ( Gutman, 1978»
Higman, 1975) challenges Monynihan’s assumption that the black 
family was completely destroyed by slavery. Much of the research 
earlier reviewed failed to support the hypotheses of overall 
negative self-concept in black people in America and Britain.
These theories and ideas have to be related to the problems 
which the British school system faces in having to educate thousands 
of West Indian children who, as with blacks in America, are over- 
represented in the lower streams of comprehensive schools and in. 
special schools for the educationally subnormal. A number of factors ’ 
combine to make theories of low self-concept and self-esteem 
attractive to educationalists and practitioners. These factors 
include a commitment to liberal values- which includes compensating 
the disadvantaged members of society; research reports which support 
the need for such compensation - Coleman, 1966; Plowdenf 1967 - and 
the apparent failure of the instructional, cognitive approach to 
make an impact on measured ♦intelligence1 or attainment. These 
factors combined with developments in the sociology of education 
which stressed concern for the individual and acknowledgement of the 
subjective experience of the actor as the basis for explaining the 
social world* Interestingly, these theories share a common heritage 
with socio-psych'ological self-concept theories, based as they both 
are on the ideas of Charles Cooley, G.H.Mead and the ♦symbolic 
interactionists*• These developments encourage classroom teachers 
to regard the building of relationships as one of their most, if not
their, most, important task. For the West Indian child in the 
classroom this will take the form of developing relevant curricula 
to build up her self-image and heighten her self-esteem. On 
another level, we see the development of large-scale national 
programmes which incorporate a ’social justice1 compensatory approach 
to schooling but which also carry, implicitly, commitment to the 
growth and development of the individual through the educational 
process - the development of multi-racial education as reflected in 
the appointment of Multi-Racial Advisers and curriculum innovation 
projects.
A concern with the actors’ own definition of their situation 
inevitably leads us to consider the West Indian community response 
to the low attainment of their children in British schools. For 
this reason it is important not only to consider the role of schools 
and teachers in adapting to the presence of West Indian children, but 
also the role of the community in adapting to social institutions - 
of which the school is the most important. Thus, change and 
adaptation can be seen as a two-way process.
In examining the self-concept and self-esteem of these West Indian 
children, we look not only at what individual or group or teacher may 
be doing, to achieve self-concept enhancement and/or social justice 
aims, but also at what'the community is doing about school failure 
amongst their children. The school-based projects are geared towards 
personal growth and development, self-realisation leading to self- 
respect - whether the teachers adopt expressive or instructional 
teaching styles, their fundamental concern is with enhancing the 
self-concept of the individual child through pride in language, .
Vhistory or religion# The over-riding concern of the community- 
based projects is to increase attainment through hard work and 
disciplined study. That is not to suggest that the community 
groups are not concerned with identity or self-image or that the 
school projects ignore hard work and disciplined study# It is rather 
a question of emphasis#
The school-based projects are related to the theories which were 
outlined in Chapters 1 & 4 and to research based on these theories 
which have been reviewed and criticised#
The community-based projects, and in particular the self-help ones, 
relate; to aspects of Black'Culture and Consciousness discussed in 
Chapter 2. Techniques for survival., for sustaining a culture and 
identity, are located in the group; the process of adaptation which 
seeks to modify structures and resist efforts to exclude the group 
from having any influence on their own or their children’s future#
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C H A P  T E R F I V E
R E S E A R C H  M E T H O D S
5.1 INTRODUCTION
From the:review of theory and research provided in Part I of
this report, several important points have emerged, including:
1 Theory on self-concept and schooling has not been adequately 
formulated.
2 Perhaps as a result of (1), research results on self-concept, 
race and class have been conflicting and contradictory.
3 There is research evidence which shows (a) no difference 
between disadvantaged and advantaged pupils (Soares & Soares, 
Coopersmith); (b) disadvantaged pupils having higher self-concept 
scores than advantaged pupils (Rosenberg & Simons, 1974);
(c) no relationship between socio-economic status and self- 
concept scores (Rosenberg, 1965) and (d) an overwhelming relation­
ship between achievement in school, high occupational and income 
aspiration and membership of the middle class (Bruckman, 1966; 
Jackson & Marsden, 1966; Kahl, 1953; Rosen, 1956; Sewell et al. 
1957; Stacey, 1965; Swift, 1967; Turner, 1966).
4 Educationists and practitioners persist in the belief that 
working-class and lower-class children generally have poor self- 
concept and black children in particular have negative self- 
images. Even those whose own research findings contradict this 
belief persist in holding to it and argue that black children
. r - ■
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will achieve better in schools if their self-concepts could 
be ’improved' or 'enhanced'. This position, held by Coopersmith, 
has been considered in detail in Chapter 3*
5 In formulating theories and research on self-concept of black 
and working-class children and the role of schools in 'enhancing' 
or 'improving' the self concept of these children very little,
if any, attention has been paid to:
(a) the culture of the group being researched and written about;
(b) the role of social structure of the society in which the 
group lives and its relationships to self-concept have been
(i) almost completely ignored - as in phenomenological theory or
(ii) given paramount importance - such as the equations social 
structure = black debasement and low status = black negative self- 
concept and self-hate (Kardiner & Ovesey, 1951).
6 It has been suggested that a policy which seeks to involve schools 
in programmes designed to achieve mental health as opposed to 
academic goals needs to consider the relationship of schools to 
the group from which their clients come. Thus we must know the 
role which schooling has played generally in relation to the 
working class in England, if we are suggesting that schooling 
could be made to have a particular role in relation to a section 
of the working-class - black children.
It has also been suggested that the belief that achievement is 
related to self-concept is not generally supported by research 
evidence ..and that it is therefore misleading to have as an objective, 
the aim of accelerated achievement or attainment for children
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taking part in ’cultural enrichment1, 1 ethnic studies* or any 
kind of special education project of this kind. It would be simpler 
to have these projects as an end in themselves - surely the attain­
ment of sound mental health is a worthy objective - without clouding 
the issue by arguing that attainment in school will increase as a 
result of better mental health?
If one accepts the case for mental health as an end in itself, 
it still remains to be proven that there actually exists the need 
for this type of intervention. Do black children in fact have poor 
self-concepts? As I have already indicated - the research is 
contradictory and in Britain not one study has been replicated. Are 
schools and teachers the appropriate agencies for this work? It is 
against this background of unformulated and incomplete theory and 
contradictory research findings that my own study of the self-concept 
of West Indian children was carried out.
In providing details of the research design and methods used I 
start first with an outline of the Research Problem. A Theoretical 
Perspective and Research Design is given, followed by Hypothesis, 
a description of the population sample, the methods used in measuring 
the self-concept of the children* Observation and interview 
methods were employed in the attempt to understand how different 
actors defined the total situation. The problems of the research 
method are pointed out.
r
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5.2 THE RESEARCH PROBLEM .
The belief that West Indian children have low or negative self- 
concept is commonly held amongst teachers. Research has been 
inconclusive (Pearson .,1974; Jones, 1977; Bagley, 1975, 1977 
are amongst those who tend to support this belief and others (Louden, 
197'?) appear to show the reverse.) In spite of contradictory 
research evidence, the belief persists and along with it goes the 
parallel belief that schools can and should compensate black, children 
for the negative social stereotypes which exist in the wider society.
It is believed that courses in Black Ethnic Studies, Caribbean 
Cultural Activities etc. will promote a kind of 'cultural enrichment1 
which will lead to enhanced self-concept which as well as offsetting . 
negative racial stereotypes will also be a means of encouraging black 
children to achieve better in schools. To realise these aims some 
schools' have developed special classes and programmes for West 
Indian pupils.
At the same time, the West Indian Community (in evidence to the
Select Committee on Race Relations, 1976) appears to attribute the
low-achievement level of black children to the school system itself.
The West Indian community papers (West Indian Worldj Grass Roots,
Tomtide) and Newsletters appear obsessed with education and educational
issues. The schools are seen as poor, the teaching methods are
lax and 'too permissive', the teachers are prejudiced against black
kids. The West Indian Community sees the need, not to compensate
the children for poor self-concept,' but to 'supplement' inadequate
schooling by providing community-based supplementary schools.
' f  ,
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Both the schools and the West Indian community accept that 
black children do not perform at a high standard in the schools.
The reasons given to explain the situation are totally different.
The research problem became one of trying to establish:
1 whether black children are measured on testing instruments which 
included different scales did in fact demonstrate low/negative 
self-concept scores;
2 whether children who received compensatory education within 
schools aimed at improving self-concept did in fact demonstrate 
higher self-concept scores;
3 whether children who received supplementary education in the 
community aimed at improving achievement in schools reflected 
different self-concept scores from (a) children who were 
’compensated1 or (b) children who were (as far as I could find out) 
simply receiving ordinary schooling.
Part of the research problem also included clarifying what people 
meant when they spoke of low or negative self-concept and the different 
definitions actors had of the situation, for implicit in this lay 
their responses to that situation. If teachers believed that West 
Indian children’s low achievement rate is due to poor self-image, 
family background and other social-psychological factors - the 
schools will be under increasing pressure to respond to their 
’needs’ by developing pseudo-therapeutic programmes. It seemed 
important to understand as far as possible why some teachers think 
as they do and what the implication of this thinking may be for 
the education of black children in particular, although I would
< V ..
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argue that it has implications beyond this group to other sections
of working class children who do not benefit from formal schooling.
Those children who in Hopper’s typology are 1 cooled-out*, by the school
system, as opposed to those who are ’warmed up’ - it must be clear
that in a social structure which is class-based and hierarchically
structured and where success in life is linked to middle-class
membership, a substantial proportion of bright working-class children
need to be ’cooled out' and channelled into ’realistic’ jobs. It is
also clear that when such an out-group exists in such a system the
important job of cooling out the ’unrealistic’ ambitions of children
in that group will fall to the school system. The fact that West
Indian children have ’unrealistic’ ambitions is well known - 'they
all want to be doctors’: parents are also seen as being very ambitious
for their children. An important part of my ’research problem' lay
in making the connections between such diverse ideas as Hopper’s (1971)
classification of educational systems and patterns of mobility and
non-mobility in industrial societies. For at the heart of the whole
self-concept and schooling issue lay the claim that better self-concept
will lead to higher aspirations, better achievement and greater
social mobility for working-class and black children. This claim
has to be examined very carefully; there is the possibility that it
may become an accepted part of received wisdom along with that which
says that it is poor homes and family backgrounds' which explain the .
failure of working-ciass children to achieve on a par with middle—class
children in the school system. (Halsey et al. 1961, Douglas, 1968,
' • /
Plowden Report, 1967, Coleman Report, 1966, Jewell & Shah, 1947*)
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It is at the outset of such 'innovations1 that research needs to 
be formulated in order to examine these assumptions and beliefs, 
before they become established doctrines (or dogmas).
f
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THEORETICAL PERSPECTIVE
My own theoretical perspective leads me towards a view of formal 
education and its relationship to lower class and black children 
which sees schooling as being mainly a child-minding agency in 
the early years, 5-11, and after that a custodial, mainly contain­
ment agency for adolescents. This is not to say that there is a 
conspiracy or even a definite policy that schooling should serve 
this purpose or that teachers in the micro-environment of the 
classroom necessarily employ these criteria of child care, custody 
and control in their day-to-day classroom activities. It is rather 
to suggest that this is the effect of a variety of different and 
sometimes apparently unconnected "social facts1.
It has been stated time and time again that the role of formal 
schooling in Western society has not overall affected the social 
and economic arrangements of society. The relative position of working 
class children remains the same with regard to access to higher and 
further education as in pre-war Britain. We have examined the 
contribution of Boudon*s thesis to the discussion on the persistence 
of inequality in advanced Western societies - essentially the 
argument is that social and educational inequalities are structural 
features of society.
In this country the Labour Party, the Trades Unions, especially 
the NUT, (Bourne & McArthur, 1970) have long supported the demand 
for popular education in the belief that this would bring about 
equality of opportunity and social justice. But even in the
beginning there was confusion about what "education for all* meant
■ ' f
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and whether in fact it was worth having: the Labour Party seemed
mainly concerned to extend the benefits of a grammar school type
education to working-class children. Milne-Bailey, in a memo to
the Labour Advisory Committee on Education, made this point in
1921 when he wrote, 'the demand has been for the extension of the
present so-called education received by children of the middle and
wealthy classes to the workers' children without asking whether that
education is worth having'. In 1923, Sir Fred Clarke, in his
Essays on the Politics of Education, commented on Tawney's Secondary
Education for A11 (the document which put forward Labour policy on
secondary education for working-class children).
'Unless I misunderstand, Mr Tawney seems to accept the 
present order of things in secondary schools and confines 
himself to the demand that all who are mentally fit should 
be submitted to its opportunities.'
But, he added:
'The task of the Labour Party ... is not merely to get the 
children of the working man into the secondary school. It 
Is to point us the way to a social order where, in and 
through the educative function itself, what was for the 
Greeks the special privilege of the few may become for us 
the common heritage of the many.'
In a recent article in the Durham Educational Review, J. Brooks
suggested that Tawney himself mirrored the inherent contradictions
of Labour's educational policy - the desire to humanise the masses
through education and the desire to create an 'educated' Labour
force with resulting changes in the social composition of society
as a result of equal opportunity and access to working-class children
of formal schooling. This contradiction remains present in Labour's
educational policy to the present day. 
f  ' ’ ,
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What I am suggesting here is that as formal schooling has 
failed to realise thd paramount objective of a more highly educated 
work force, more social mobility etc, the second and sometimes 
forgotten objective of 'humanising1 working-class people has come 
more to the fore. Some people began to feel that the working class 
had been offered everything and still continued to lag behind and 
so other explanations had to be looked for. In America the Coleman 
(1966) .Report supplied this explanation: working-class, lower-class 
and black failure in school was a result of poor motivation 
resulting from bad family background and poor self-concept. In 
Britain the Plowden report echoed this: the attitudes of parents 
and the home circumstances of the child were the most important 
factors influencing achievement in schools.
Analysis of the data collected led to the conclusion that the , 
specific contribution made by the variation in parental attitudes 
is greater than that made by the variation in home circumstances, 
while the latter in turn are greater than those made by the 
variation between schools and teachers that we have taken into 
account.
An indication of future developments in this country has already 
emerged in the work of Lawrence (1971—72) on Reading and Counselling* 
He argues that children who have reading difficulties should receive 
individual therapy as part of remedial teaching. He argues that any 
remedial teaching should be preceded by intensive individual 
counselling, along Rogerian lines 'with a systematic attempt to 
improve the child's self-concept' through providing 'complete 
acceptance' of t'he child As she/he is and giving 'unconditional 
regard' to each individual. Lawrence claims to have achieved
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'spectacular1 results with children suffering from reading problems 
who achieved improved self-esteem and higher reading scores than 
control group children. It could be argued that, as with any form 
of counselling or therapy, it is difficult to /prove' that the 
children improved because of the therapy. It could be that teachers 
who believe and act on these theories are just nicer people, that 
the individual tuition, whether linked to therapy or not, is bound 
to be more effective (for most children) than large classrooms. I 
visited a project which was employing Lawrence's ideas in work with 
black primary school children - the teachers were all 'into' therapy 
themselves and seemed totally convinced of its all-purpose curative 
elements; especially that it would help these children to cope more 
adequately with the school system and to live with themselves.
It was not a far step.from making this connection to decide that 
black children who were failing not only relative to middle class 
children but relative to other working class children as well, 
must be failing because of psychological reasons. It is clear that 
black children in England belong to a small minority group. As 
well as suffering from all the disadvantages of the.indigenous 
working class, they also suffer racial discrimination, prejudice 
and rejection by the dominant group - therefore they 'introjected' 
this view of themselves and children in particular came tp see 
themselves as failures, non-achievers in the schools. Thus they 
became non-achievers. This point of view was recently put forward 
by Allan Little (Education, Achievement and Ethnic Minority Group 
Children in London Schools, 1975). Amongst his final comments on
f ■ . • ■, ' ' ■ . . . ■ •
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the relationship between achievement and self-concept of West 
Indian children, he observed that 'the low economic and social 
status which New Commonwealth immigrants are frequently accorded 
in our society must affect the identity of these groups themselves 
and the self-concepts they pass on to their children'. Little 
argued that this negative self-concept in turn influenced the level 
of achievement the children are able to reach.
We have already examined research findings on black children-s 
self-concept which do not appear to support Little's conclusions.
My own feeling, as I have intimated several times but will now state 
clearly, is that achievement is basically related to class and not 
to self-concept. Consideration of the historical and sociological 
evidence leads one to the view that theories on self-concept and 
schooling develop in response to the consistent failure of the 
educational system to meet the needs of lower class and minority 
group children. I would argue that the idea that middle class 
schools and teachers can influence the self-concept of the majority 
of working class or black pupils could only have arisen in a 
theoretical vacuum. It is hardly likely that institutions which 
have failed in their (apparent) primary educational purpose would be 
any more successful in achieving mental health goals. However, the 
situation in urban schools, the stress on teachers and children, 
rising numbers of absentees, violence and disruption may in fact 
be the real reasons behind the change in direction seen in some 
schools and the consequent desperation and willingness to try new 
methods.
f < ■ .
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I see the failure of West Indian children in schools in England 
as the operation of a social system which inherently discriminates 
against working-class children in general and which is also basically 
racist. The argument goes that there is 'wasted talent1 (Halsey,
1975) but Bowles and Gihtis (1976) in America and Whitty and Young
(1977) in Britain have highlighted the 'contradiction' on liberal 
educational reforms within existing economic structures. Willis
(1978) makes this point in his explanation of how both 'the system' 
and 'the lads' operate:: to ensure that working-class kids get working- 
class jobs. More restrained criticism has come from Tyler (1977) 
who suggests that any improvement in working/lower class attainment 
would have marginal affect in the job market. If black and working- 
class children achieved better at schools, then what would happen 
would be a general forward movement of 'the escalator', to use Tyler's 
(1977) term, but relative positions remain exactly the same. So thef
problem is not one of achievement or of non-achievement; it is basically 
about how a social system operates to keep people in their places. And 
there is no doubt that the 'place' of the black child is at the bottom 
of the ladder.
It will be clear, then, that I see the social structure as 
operating through schools to reinforce the low status of black pupils. 
The use of social psychological theories to 'explain' lower-class 
and/or black low achievement in school I regard as an unwillingness 
to relate social psychological theories to the wider historical, 
sociological, political and economic factors operating in society, 
both in terms of working-class children generally, and of black 
children in particular.
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Whilst acknowledging the role of social structure in oppressing 
lower-class people and minority groups, I do not regard people 
as passive, willing victims of an all-pervasive social structure.
At the same time, I cannot accept that the subjective meaning 
which the situation has for the actor provides a complete answer.
My own position is somewhere in between the structural-functional 
and phenomenological extremes. The work I referred to on black 
culture.and consciousness, the theories of Negritude, Black Power, 
the Rastafarian religion - these are all definitions by actors of 
their situation. Black people in a white world defining blackness 
as good and beautiful - but this action takes place within a social 
structure which largely ignores it and which can ignore it or 
oppress it, because ultimately it is power not self-concept that 
counts. It is those who have the power to make their definition of 
reality prevail at any given time which is the issue of real 
importance. To say that each individual’s reality, subjectively 
created and uniquely defined, carries equal credibility, importance, 
sway, authority - is to defy the facts of life.
What we can say is that people can and do opt out of a system 
which oppresses them (at points where opting out is possible) and 
create alternative systems to sustain them and to give meaning and 
beauty to life, to make life as apart from existence possible.
This would probably be defined as a ’sub-culture’ - it could also be 
regarded as alternative culture. It is to this alternative culture 
that most African people in the New World belong - it is this which 
has enabled black people to survive and in spite of everything to
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sustain those feelings of self-worth and self-esteem of which 
Laurence Levine wrote so eloquently in Black Culture and Consciousness. 
It is to this rather than to theories of 'compensatory and 
inflationary' mechanisms (Coopersmith, Weinpeich, Rosenberg and 
Simmons) that sociologists and social psychologists should turn for 
an understanding of black self-concept.
To summarise, my theoretical perspective is one, with Tyler 
(1977), which asserts;'the over-riding importance of structural and 
material constraints on educational attainment'. But in the area 
of self-concept, self-esteem, 'self' feeling of any kind, I believe 
that this structure is mediated by cultural forms including language, 
life-style, religion which sustains the group and the individual 
within that group. To explain self-concept only in structural terms 
is to deny much of what we know to be true, in commonsense everyday 
terms. To see self-concept as detached from economic and political 
factors is to be equally negligent.
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2, RESEARCH DESIGN
On the role of sociological analysis, John Rex (1974) has written:
’On the question of proving our propositions, we would make 
this assertion: when there is inconsistency of social usage 
the sociologist might offer new concepts, clearly explicated, 
which actually explain a world of objects and behaviour in a 
way which untested commonsense concepts do not,’
And later on, he comments on the replacement of Sociology by
Social Statistics:
’One of the most centrally significant cultural facts which 
the sociologist has to face in our time is the replacement 
of sociology by social statistics. Today, so-called 
sociological journals are largely devoted to articles of 
this kind, and any article which fails to approximate to the 
standards of statistical expertise is regarded ... as sub­
professional. The fact that most of the articles prove 
nothing sociologically significant ... and that they are 
essentially non-cumulative in the results they produce, is 
thought to be of little account.'
THE STATIC GROUP COMPARISON
Campbell and Stanley described this method of research as pre- 
experimental design in which a group which has experienced X is . 
compared with one which has not, for the purpose of establishing 
the effect of X. This description fits very closely with 
Parlett and Hamilton’s ’classical' or 'agricultural-botany' 
paradigm which has characterised evaluation research in education. 
In Parlett and Hamilton's analysis, the 'agricultural-botany' 
research design is used to test the effectiveness of an innovation 
in education in terms of pre-specified criteria:
f
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"Students - rather like plant crops - are
given pre-tests (the seedlings are weighed and measured)
and then submitted to different experiences.
Subsequently, after a period of time, their attainment 
(growth or yield) is measured to indicate the relative 
efficiency of the method (fertiliser) used.
Studies of this kind are designed to yield data 
of one particular type, i.e. Objective1 numerical 
data that permits analysis1.
Campbell & Stanley and Parlett & Hamilton are criticising
i ■
this research method from different viewpoints. The former 
hold that the research findings from static group comparisons 
are invalid because:
(1) Equivalence of groups before treatment
There are no formal means of certifying that the groups would 
have been equivalent had it not been for X.
(2) Selection
The differential recruitment of persons making up the group 
could account for any observed differences. The groups might 
have differed anyway without the occurrence of X (treatment)*
(3) Mortality
Differences in the group due to differential drop-out of persons 
from the groups.
With regard to my own research design, I will respond to these 
points as they occur.
(1) Equivalence
The groups are equivalent with regard to the important characteristic 
of race - the major research problem as stated is: to find an''. 
answer to the question whether black West Indian children in fact 
have poor self-concept. The best and most effective way of 
answering this question appears to be to give self-concept 
tests to West Indian children and see how they score. Thus
266
Campbell and Stanley's first criticism has been met.
(2) Selection
The differential recruitment of groups could account for any 
observed differences. This criticism more readily applies to 
research where it has arbitrarily assigned 'subjects' to 
experimental or control groups rather than to 'natural1 groups 
already in existence whom the researcher has, as it were, 
been permitted to study. Generally, research of this kind 
involves pre-test of control and experimental group after 
which the experimental group is subjected to treatment, then 
the total group is given post-test and the difference is 
supposed to be attributed to the effect of the treatment.
It is clear that my own research design does not correspond 
to this model in two important respects:
(a) the absence of the post-test;
(b) the absence of the claim for a causal relationship between 
group membership - treatment - outcome.
Group Membership - The groups in this research correspond more
closely to the 'opportunity' sampling group common in educational
$ . . .research. These are established groups within the schools and
the community. I completely accept that difference in self-concept 
scores between groups could be due to selection and recruitment - 
but that reasoning assumes both the existence of differences 
and the claim pf a causal relationship to explain these differences. 
Since selection to the 'treatment* groups both in schools and
f , : ..
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in the community was virtually self-selection; the groups were 
equivalent in that respect. Special classes and projects in 
schools belonged to Options1 system or were joined by choice- 
this was true for all school based (E) group except the History 
Group in School F where Black History was offered as an 
integral part of the 3rd year history syllabus.
Campbell & Stanley’s third point involves:
(3) Mortality - this does not apply to my sample as I did not 
use a pre/post test research design. The reason for this was that 
the group composition would have differed so radically between 
between tests that they would have been virtually different 
groups. This was true of both school-based and community-based 
groups. The rates of absenteeism .and truancy in urban schools 
are so high that the numbers given by teachers for children 
attending their classes or projects never correspond to the 
numbers actually present during testing. Sometimes the 
difference was in the order of one-third absent. Thus, Campbell 
& Stanley’s point about group mortality rates is a valid one 
and makes the use of the pre-test/post-test design inappropriate 
for this type of research.
Illuminative Research:! have been influenced by the ideas of 
Parlett and Hamilton on methods of evaluating innovative research. 
In contrast to the ’agricultralist-botany’ approach (outlined 
below) they suggest the idea of ’illuminative evaluation’, which 
takes account of the wider context in which educational programmes 
function:
f ,
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'It stands unambiguously with the alternative anthropo­
logical paradigm. The aims of illuminative evaluations 
are to study the innovatory program: how it operates; 
how it is influenced by the various school situations in 
which it is applied; what do those directly concerned 
regard as its advantages and disadvantages; and how 
students' intellectual tasks and academic experiences are 
most affected. It aims to discover and document what it 
is like to be participating in the scheme, whether as 
teacher or pupil, and in addition, to discern and discuss 
the innovation's most significant features, recurring 
concomitants and critical processes. In short* it seeks 
to address and to illuminate a complex array of questions .. 
by clarifying the process of education and by helping the 
innovator and other interested parties to identify those 
procedures, those elements in the educational effort, which 
seem to have a desirable result.'
Parlett & Hamilton, 1972
The desire to understand the process at work in influencing schools , 
and teachers towards innovatory programmes to improve the self- 
concept of West Indian children reflects the sort of concern 
Parlett & Hamilton express here in more general terms. Their 
concern is more directly linked to purely academic rather than 
social psychological factors: they are concerned with programmes to 
improve reading and numeracy, mathe matics and science teaching; 
methods and techniques of teacher, rather in the mould of Bennet's 
research on Teaching Styles and Pupils' Progress. No research on 
children's self-concept and schooling in this country has extended 
the use of these ideas which have been developed for academic 
research even though, central to this thesis, is the belief that 
schools and teachers influence self-concept (Nash, 1973; Musgrove, 
1976; Bagley & Coard, 1975; . Bagley, 1975) .
I would argue that this type of research on social psychology
and schools requires a deliberate attempt to understand the wider 
f
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political, economic and social factors which influence the develop­
ment of such programmes within schools. This I have tried to do.
Statistics
The kind of statistics used in this work are of the descriptive 
variety. The purpose of the statistics is to supply 'hard data1 on 
children's self-concept as measured by the research instrument. The 
use of inferential statistics in educational research has been 
criticised by T. Derrick (1976) for the damage they have already 
done, or can do, to progress of the social sciences, and recommended 
that:
'The education service should downgrade in importance those 
research conclusions which lean heavily upon inferential 
statistics for their authority, on the grounds that there 
have been many warnings published concerning the damage that 
inferential statistics can do, or have already done, to the 
progress of the social sciences.'
Amongst those who have criticised the use of inferential statistics
in social science research, Derrick lists three types of critic:
1 those completely against, including Lancelot HeJgben, who has 
advised the reinstatement of statistics as continental 
demographers use them (that is, descriptive statistics). 
'Laboratory experiments will have to stand on their own feet ... 
sociologists will have to use their brains.'
2 those who criticise the reliance on certain types of statistics 
and include David and Judith Wilier, whose observations are that: 
'The result of mixing the ideas, of Mill (causal relations and 
those of statistics (associations) is confusion and contradiction, 
an unrationalized muddle which is obscured by the separation of 
logic and procedure.' ,
3 those who represent the customer/consumer group of critics and
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who complain about research results, and include J.Cronbach 
and P.Sappes, who write: /Currently, confusion about the nature 
of research in education and its potential contributions to 
education and schooling seriously interferes with constructive 
efforts to create and use relevant knowledge.V
Criticism of sociological research methods and their heavy reliance
on statistics have also come from John Rex. Rex is critical of the
methods of the 1 phenomenological1 sociologists who over-emphasise
subjective meaning and ignore 1 the real structure of historical fact1
and of the pure structural/functionalism for its over-emphasis and
over-reliance on statistics. In reviewing the two main factors of
sociological data (1) actor theories and (2) hard quantitative data,
Rex argues that both have an important.role to play in sociology:
'But what makes both sorts of data live sociologically are 
the ideal types of social structures in terms of which we 
interpret them and which constitute the true focus of the 
sociologist's attention.1
This research is concerned essentially with documenting a process - 
the process whereby some schools in the London area adapt to the 
presence of large numbers of West Indian pupils and conversely the 
process whereby the West Indian Community adapts to a system of 
schooling which (in their view) largely discriminates against their 
children. The Field Methods are important in identifying the process 
of adaptation ; the empirical data helps to illuminate aspects of it.
The use of fields methods in social science implies a commitment 
to the valuing of the subjective experience of actors and a' 
corresponding impatience with methods which are seen as devaluing
f ,
subjective experience, common sense and the 'real world' of everyday
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life. These methods have developed within a phenomenological 
framework.(earlier discussed) and originally associated with 
G.H.Mead and the theories of symbolic interaction which he inspired.
The theoretical rationale for this method of research has been 
provided by Strauss (1964), Glaser and Strauss (1967), Glaser, (1973), 
Schatzman and Strauss (1955)» Bogdan & Taylor., 1975 . Denzin (1970) 
emphasised the importance and potential of research as an ’act*;
Blumer (1969) had earlier described the implications of 
phenomenological theory for research in terms which suggested that 
the ideal research method had been discovered.
Symbolic interactionist theories have been adapted for research 
in schools and classroom situations, notably by Hargreaves(1967),
Lacey (1970, 1971) and more recently by Delamont (1976), Willis (1978) 
and by Furlong (1976) who incorporated aspects of social anthropology 
to explain the development of 'interaction sets' amongst school 
children.
Although originally regarded by its practitioners as a great 
advance on positivistic quantitative methods (Blumer, 1969), recently 
even the most ardent supporters of the interactionist approach have 
questioned the efficacy of the philosophy (and research based on it) 
for dealing with contemporary problems in schools and society 
generally. Whitty and Young (1977), in a recent collection of 
essays,called for a reappraisal of methods of research grounded 
exclusively on phenomenological theory. Willis expressed dissatisfaction 
with participant observation as a method of research; he complained 
that th&j display; a tendency towards 'naturalism and conservatism* 
and is condescending and fiatronising to those being researched.
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Although agreeing in the main with Willis’ reservations, one also feels 
that the use of observations, interviews and documentation 
offersimportant insights into the process being investigated.
In his ’New Rules of Sociological Method1, Giddens (1976) 
proposed that sociological theory and research based on it should 
take account of the following factors.
1 Sociology is not concerned with a ’pre-given* universe of
objects, but with one which is constituted or produced by the
active doings of subjects.
2 The production and reproduction of society thus has to be
treated as a skilled performance on the part of its members, not
as merely a mechanical series of processes.
3 The realm of human agency is bounded. Men produce Society, but 
they do so as historically located actors, and not under 
conditions of their own choosing.
4 Structures must not be conceptualised as simply placing 
constraints upon human agency, but enabling •
5 Processes of structuration involve an interplay of meanings, 
norms and power.
6 The sociological observer cannot make social life available as 
a 'phenomenon* for observation independently of drawing upon 
his knowledge of it as a resource whereby he constitutes it as 
a 'topic for investigation'.
7 Immersion in a form of life is the necessary and only means 
whereby an observer is able to generate such characterisations.
Giddens' rules of sociological methods seem to offer social scientists 
a firm base from which to proceed and.to incorporate the most 
promising aspects of both phenomenological and posivistic theories. 
This researcher proceeds on the basis of the belief that the universe 
is constituted or produced by the active doings of subjects through 
a process of learning, adaptation and inventiveness, but they do
f
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this as ^historically located actors' within structures which 
constrain or enable; and that the process of structuration involves 
an interplay of meanings, norms and power.
I have tried, in designing and carrying out this research, to 
take note of Giddens1 "Rules". In Part I of this report I tried 
to show how African people structure a social reality (a culture) 
for themselves which sustains them throughout the periods of 
slavery and war, and in which they define themselves in terms other 
than those of their rulers and masters. In looking at the contemporary 
situation in Britain, where the descendants of these slaves have 
come to live amongst the descendants of the slavemasters, we now 
look to see something of this process where they adapt to one aspect 
of the structure of that society - the school system. We see the 
school system as having, within the total structure, certain 
‘'meanings and norms' which are generally accepted by the different 
classes which make up that society. The school system is also vested 
with power to enforce the 'norms and meanings' which have been 
arrived at.
What happens when a new set of 'actors' enters this scene?
They bring with them a history of survival in the most appalling
conditions ever known; this experience (of slavery) has left its 
mark - it has been called 'The Mark of Oppression' (Kardiner & Oveseyy 195“Of 
but, as Giddens observed, structures (even slavery) do not only
constrain, they also enable. Within contemporary urban British
society the West Indian Community is faced with a school system 
which traditionally has offered a second- or third-rate service to 
; <
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working-class people, and traditionally English working-class 
people have accepted that service; at best making the most of it 
to get out and move up, at worst simply accepting and suffering 
what was offered. Without wanting to exaggerate the importance of 
the Saturday School Movement out of all proportion, it can certainly 
be seen as a reaction to aspects of the social structure which are 
regarded as (in the main) having a constraining and limiting effect. 
This can be seen in relation to the 1high expectations’ and 
’unrealistic ambitions’ which many teachers, Head Teachers and 
Career Officers regard West- Indian parents as having for their 
children. The West Indian Community have reacted by providing 
children with additional schooling: based on their own experience 
'back home’ in the Caribbean they know that schooling/education can 
be provided other than in the formal school system and they set 
about to organise and run such schemes. Clearly the schemes vary 
in sophistication, effectiveness, style etc. but the fact is that 
the existence of Saturday Schools are an expression of the enterprise 
and initiative of the West Indian Community, and demonstrate an 
unwillingness to accept whatever is offered.
Among the points put forward by Giddens which I want to consider 
is the role of the researcher. Giddens says that 'the sociological 
observer cannot make social life available as a "phenomenon" for 
observation independently of drawing upon his own knowledge of it 
as a resource’. This has particular relevance to my research because 
I have constantly 'drawn on my own knowledge' of West Indian life 
to understand certain processes - for example, mobility in terms of
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West ..Indian working-class life means not simply moving up on the 
social ladder hut moving on (to another country if need he) in order 
to move up the social scale# The Headmaster of a school in the East 
End of London is incredulous when black teachers tell him that West 
Indian kids can he *internationally* mobile# He is naturally 
sceptical of this since, as he says, it is something of a social 
revolution for an East End family to migrate to Basildon in Essex#
What he has forgotten to take into account is that most of these 
children or their families have already travelled many thousands of 
miles in search.of jobs and opportunities* Being a West Indian 
oneself, one can understand the roots of the Saturday School system 
and the high expectations and ’unrealistic* ambitions of parents who 
know that, whatever they do, their children are almost certainly 
destined for a place at the bottom#
The question of objectivity and bias (Baratz & Baratz, 1970; Edwards 
& Hargreaves, 1976; Becker, 1967) arises inevitably in social science 
research, especially in relation to minority groups (Kamin, 1977)*
This problem can never be satisfactorily resolved# But certainly the 
idea of the researcher as a resource can be seen as a positive asset 
in social science research, especially where that research attempts to 
explain, clarify or interpret a process of social interaction#
In which case the research design, by including the collection and 
analysis of objective empirical data, should offer some control on 
any tendency towards bias or subjectivity# It is interesting to 
note in this connection that although being a West Indian had certain 
advantages in the community groups, mainly in being permitted access
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in the first place (although this was not always the case and I 
was refused access on a number of occasions); within the school 
system this could (and may have) worked the other way in terms of 
what was said to me, what was made available to me etc. What this 
amounts to essentially is that the researcher is a subject, the 
'objects' of her research are subjects, and in this sense the 
1research act1 in social science (Denzin, 1970) is a unique and 
critical process unlike anything in the natural or physical sciences. 
From this perspective and mindful of the criticisms which have been 
advanced both here (Part I) and elsewhere, it seemed imperative to 
have a research design which, in its use of objective empirical data 
and field methods, would avoid the worse excesses of both methods.
Giddens1 final point on immersion in a form of life* does not 
apply to this particular research as the desire to identify the 
elements in the process of adaptation by schools to West Indian 
children and by the West Indian community to a social institution 
(the school system) did not require immersion1 in the institutions 
or in the community groups, 'immersion1 essentially implying becoming 
part of. It seemed rather to require observation of the process from 
a more or less neutral position. One can only hope that this has 
been achieved in some measure.
The problems of the researcher's 'values' in social science 
research and their influence on design, methods, implementation and 
results continue to loom large and to exercise a detrimental effect 
on research design (T.Derrick, 1976). However, as Karier(1973)
and Kamin (1977) have, shown, any method is open to abuse, if not
r ' . . , ' - - • •
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in design, in interpretation or in the presentation of research
findings. Ultimately Karie'r comments on the context in which.
evaluation research takes place apply with equal force to other
areas of social science research:
1 It is my understanding that evaluation is a complex 
process of assigning values to phenomena, whilst ideology 
represents that set of values and attitudes which go to 
make up the composite picture of the social and individual 
philosophy by which men in a given culture profess to live. 
In this context, evaluation inevitably occurs within some 
kind of value orientation as part of an ideological 
framework. V
C.Karier, 1973
f
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5.4 HYPOTHESIS
If some teachers and some research findings are correct in their 
view of black children’s self-concept, we would expect to find low 
overall self-concept scores. If compensatory education is more 
successful in the ’affective domain’ (R. Bloom, 1964) than it has 
been in the ’cognitive domain’ (Bloom, 1956) we would expect to find 
higher self-concept scores amongst whildren who have been ’compensated’. 
If self-concept scores are related to achievement, then projects aimed 
at improving.achievement should also show some gains in self-concept 
scores of pupils attempting them. My first hypothesis is concerned 
to test the belief that West Indian children have low or negative 
self-concepts and states.
(1) On a scale devised to measure self-concept in children, West 
Indian children will demonstrate low self-concept scores. The 
second hypothesis is designed to see if there is any relationship 
between participation in ’compensatory’ education undertaken in 
schools and designed to enhance self-concept and the scores of 
children taking part in such classes or projects, and states that:
(2) Children taking part in cultural enrichment and other types of 
compensatory education in schools will have higher self-concept 
scores than children who have not.
Hypothesis 3 connects the idea of achievement with self-concept
but not in any direct or quantifiable way (no tests of attainment
were included): it simply seeks to note that the supplementary school
is mainly concerned with improving the achievement of West Indian
children in schools. Since this is also the ultimate goal of the 
f  ,
school projects, children attending such projects should be
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expected to show some gains over (a) children who have received 
only ordinary schooling; (b) children who have received 'cultural 
enrichment1.
I therefore hypothesis? that:
Children in supplementary schools will show higher self- 
concept scores than children who have (a) been compensated 
or (b) received just ordinary schooling.
Two further subsidiary hypotheses relate to (1) number of West 
Indian children in schools and the self-concept scores of children 
in the sample and to (2) single-sexed schools and girls* self- 
concept scores.
HYPOTHESIS 4:
To see if any relationship existed between the racial 
composition of the school affecting the self-concept scores 
of the children in the sample with regard to Reference Group
theory and to the work of Soares and Soares, 1969; Coopersmith,
. *
1975> Rosenberg and Simmons, 1974.
I hypothesise that:
Where the school's intake includes a high proportion of West 
Indian (over 50%) children the self-concept scores of 
children in the sample will be higher than those in a more 
mixed school environment.
Hypothesis 5 deals with sex. This hypothesis arises out of 
impressions and observations on how English society treats black 
girls and women and black boys. In general, it is more common to 
see black women in professional or semi-professional work than black 
men. It is a fact that black men were recruited both locally and
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in the Caribbean to fill semi-skilled and unskilled posts with 
Transport and other service industries. West Indian women were 
recruited both locally and in the Caribbean to fill nursing posts 
and this provided them with a head start. I remember a couple I 
knew whose engagement foundered on the fact that she was a student 
nurse and he was * only1 a bus conductor I Today, with an acute 
shortage of secretaries in London, black girls can get Secretarial 
jobs - there is really no male equivalent of a secretary. In 
social work and teaching (there are no numbers available) but again, 
the impression is that there are more West Indian women than men 
in these professions. It is easier to move from a /career1 in 
nursing to one in social work or teaching than from British Transport 
or Ford's shop floor. Thus, in terms of models and possibilities, 
black girls have more going for them than do black boys.
I therefore hypothesise that overall the self-concept scores of 
girls in the sample will be more positive than the self-concept 
scores of boys.
{
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5.5 POPULATION: 264 West Indian children attending schooling in
the Greater London area.
The West Indian children in this study were drawn from Inner 
London and Outer London Boroughs known to have above average 
concentrations of West Indian children in their schools.
The DES Statistics of Education in 1973 gave the breakdown 
of immigrant pupils in schools in 1972^
TABLE 1 (D.E.S. 1973)
Immigrant Pupils by origin in all maintained schools, January 1972 
anc* percentage of total immigrants
COUNTRY NUMBERS %
Australia, Canada & New Zealand 2,455 0.9
Cyprus (Greek) 9,504 3.4
(Turkish) • 4,461 1.6
Gibraltar, Malta 1,252 0.4
Kenya (Asian Origin) 17,340 6.2
(African Origin) 1,385 0.5
Other Commonwealth countries in Africa 14,444 5.3
India 56,193 20.1
Pakistan 30,629 10.9
Other Commonwealth countries in Asia 8,008 2.9
West Indies (including Guyana) 101,898 36.4
Non-Commonwealth Countries:
Italy 12,009 4.3
Poland , . 1,958 0.7
Spain 3,275 1.2
Other European Countries 5,980 2.1
Rest of World 9,081 3.2
TOTAL 279,872 10.0.0
Source: D.E.S. (1973), Statistics of Education, 1972.
<
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Thus West Indian pupils for 36.4% of the total number of 
immigrant pupils - providing by fat the largest single minority 
group. It should be noted that these figures cannot be regarded as 
completely accurate for a number of reasons, including^the 
definition of immigrant child’ used by the D.E.S: children born ,
abroad, and those b o m  here to parents who had lived here for 
10 years or less. However, we can for the purposes of this research 
accept the figure as showing that West Indian children constitute a 
high percentage of children defined as immigrant by the D.E.S.
Another set of statistics also of interest in the breakdown on 
London:Boroughs with populations of 50,000 or more:
TABLE 2 (D.E.S. 1973)
New Commonwealth Immigrant Children in London and County Boroughs 
with Populations of 50,000 or mbre where they exceed'10% of 'dll 
Pupils in maintained Primary and Secondary Schools,
January 1972
Primary and Secondary
Inner London Boroughs:
Hammersmith 15.7
Kensington & Chelsea 13.6
Camden 11.7
Westminster 14.0
Islington 20.7
Hackney 22.3
Tower Hamlets/City of London 10.5
Lewisham 14.0
Southwark 12.8
Lambeth 19.8
Wandsworth 16.6
Outer London Boroughs:
Brent 25.2
Ealing 21.6
Haringey 26.5
Newham 17.3
Waltham Forest 11.2
/continued
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TABLE 2 (continued)
January 1972
Primary and Secondary
County Boroughs:
Bradford 11.4
Birmingham 9.4
Derby 6.4
Huddersfield 12.4
Leicester 14.4
Wolverhampton 12.7
Warley 10.5
Preston 11.0
Sources DES (1973) Statistics of Education, 1972
It will be noted that in the Inner London Area:
Hackney 22.3
Islington 20.7
Lambeth 19.8
have the highest figures and are followed by:
Wandsworth 16.6
Hammersmith 15.9
In the Outer London Boroughs:
Haringey 26.5
Brent 25.2
Ealing 21.6
These are figures for all immigrant pupils but we know from
Peach (1968), recent I.L.E.A. and E.R.C, publications that West
Indians predominate iri inner. London. Thus, the figures for the
five Inner London Boroughs represent areas of West Indian
concentration - the Ealing figures represent a mainly Asian
population (Southall) although in Acton and Ealing (town) itself
there are West Indian populations.
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West Indian immigrants to this country have gone as 'replacement1 
populations (Peach, 1969) into the decaying inner city areas of 
large connurbations - more than 89% of West Indians live in these 
urban areas (Peach, 1968).
In 1967 three important documents were published:
1 Race, Community and Conflict: A Study of Sparkbrook by John Rex
2 The Plowden Report on Children and their Primary Schools
3 The Population and Economic Planning (P.E.P.) Report on Racial 
Discrimination.
These three studies confirmed the knowledge that the West Indian 
population was concentrated.in urban areas, received poor and 
inferior education and was discriminated against. There is no 
doubt that the vast majority of West Indian children in this country 
come from homes which under the Registrar General's Classification 
would be classified as Classes. IV and V. Thus, although it was not 
possible to gather details of socio-economic status of my sample 
population this did not appear to be a major handicap. What I felt 
to be of more importance was to have a widespread geographical sample 
ranging from inner city to suburban type areas. The difficulty of 
achieving this geographical spread and also meeting the primary 
research condition of special projects or classes for West Indian 
children proved enormous and in the end reduced the total sample by 
about one-third.
f
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TABLE I.
BREAKDOWN OF THE SAMPLE BY GROUP - SCHOOL OR COMMUNITY GROUP
School Group Community Group
Inner London 42 43
Ealing (Acton) 20 0
Haringey 65 25
Brent 24 ) 14
•:■ ■ ■■ i 4  >
Southwark 0 17
165 99
Inner London provided the largest number of children in both 
groups, but Haringey provided the largest single number followed 
by Brent, Ealing and Southwark, Thus the total group was drawn: 
from a wide geographical area and the aim of achieving a wide 
geographical sample within the Inner Greater London area was met.
TABLE, lb
CHARACTERISTICS OF THE SCHOOL GROUP
(E denotes Enrichment NE denotes No Enrichment)
SCHOOL N Area Type of School
.A..-(E) 20 Ealing Mixed (boys and girls) Comp.school
30-40% West Indian
B (NE) 30 Haringey Girls comprehensive 50-60% West Indian
C. (NE) 35 Haringey Junior School 50-60% West Indian
D (E) 14 Brent Mixed (boys and girls) Comprehensive
30-40% West Indian
E (NE) 24 Brent Boys comprehensive 50% West Indian
F (E) 44 . Inner London Boys comprehensive 60-65% West Indian
Number of schools —  7 
Number of children =* 167
<
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TABLE 1C
CHARACTERISTICS OF THE COMMUNITY GROUPS 
INVOLVED IN SUPPLEMENTARY EDUCATION
S-Official = funded by L.A, or Central Government 
SH = Self-Help
Group N Area Type of Project
A 17 Southwark (3) SH
B 5 Inner London (1) S-Official
C 10 Haringey (2) S-Official
D 12 Inner London (1) S-Official
E 26 Inner London (1) S-Official
F 15 Haringey (2) SH
G 14 Brent (4) SH
Number of Projects = 7  .
Number of children = 99
Fuller details of each school and project will be provided as each 
is considered separately in the main body of this report.
The most important population characteristic of this group relates 
not to socio-economic status or any other status criteria but to 
race. Assumptions and theories about black self-concept are not 
generally qualified by statements regarding social class, income, 
levels of parental education - there is rather a belief that the 
very fact of being black in a white society which discriminates 
against black (PEP report) is prejudiced (Rex, Rose et^,1969) .has 
resulted in self-hate and self-rejection (Milner, 1975; Pearson, 
1974). Therefore the characteristic of the sample which is of over­
riding importance is race and colour.
Although it was not possible to collect data on the socio-economic 
status of each individual child, each school and project was asked 
about the social class origins of their pupils/participants -
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'90% working class'; 1 all working class kids here1; 'predominantly
working class' were typical responses. The parents I interviewed 
or observed coming to projects to discuss their children all 
appeared to be working class. The areas where the schools and 
projects were located were described by Head Teachers and teachers 
in the schools and by project workers as predominantly, almost 
exclusively working class.
The total population was divided into four main groups:
1 School E
2 Community (Official)
3 Community (Self Help)
4 School NE
The fourth group (School NE) comprised children who were not (as far 
as I could ascertain) receiving any attention in the form of 
compensatory or supplementary education.
1. School (E) N = 76
This group consisted of children in three schools which were 
involved in running special classes, projects, studies or programmes 
for West Indian pupils or where West Indian history and culture 
form a part of the normal school curricula: these schools are coded 
A, E and F in Table lb. School F supplied two groups, one was part 
of a World History course which included studies of'West Indian 
history, including slavery and the plantation system; the second 
was a group which had studied the Rastafarian Religion in their 
spare time and included some recent Rasta converts. These two 
groups were separately coded in the analysis.
2. Community (Official) N = 53
This group comprised groups which were official funded from local 
authority or Central Government funds and were usually under the
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control/direction of the local Community Relations Officer. It 
was assumed that there would be major differences in the way 
1 official1projects would be run compared with voluntary or self- 
financed projects. But this belief was not supported - the way 
the projects were run appeared to depend on the parents rather than 
on the project workers or financing body. The projects were meeting 
the needs of parents for extra education for children and people 
voted with their feet - so the projects turned out more similar in 
this respect than I had anticipated. There was one major difference - 
the 'official1 projects were better equipped both in terms of 
educational gear and chairs, tables etc; they were better housed 
and heated and were simply nicer places to be in. Although the overall 
standard of housing and equipment was fairly low in all the community 
groups.
3. Community (Self-Help) N = 46
As the name suggests, these were voluntary self-financed groups, run 
on the proceeds of jumble sales, fetes and voluntary labour by 
teachers and.parents. These groups received no official backing and 
were free from formal controls, but they did not differ greatly in 
the way their schools were run from Group 2 (above) except that they 
had less 'professional' involvement: their aims appeared exactly the
same - provision of basic schooling. They just seem to depend less
on 'aid' and more on self-help.
4. Comparison Group N = 89
The final group Schools (NE) comprised children from three schools
in which there were no programmes for enrichment and this group 
served as a comparison group for the study. There was a Boys' 
Comprehensive, a Girls' Comprehensive and a final year Primary School
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class. The Girls’ Comprehensive and the Primary School were in 
an area of London (Haringey) with heavy concentrations of West 
Indian people and the schools reflect this - with West Indian 
children being over 60% of the school population in the girls* 
school and around 80% in the Primary School.
f
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5.6 MEASURING THE SELF-CONCEPT 
The Self-Report
Zirkel (1971) has said that the self-concept is what any
individual knows about himself whereas the self-report is what
the research can trick, persuade or con the person into revealing
about himself. Wylie, 197$, has criticised the self-report as a
method of research on self-concept; she regards it generally as
subjective and unreliable. She believes that the self-report
should be included amongst other methods of research which validate
it - behaviour and information from outside sources, in the case
of children, teachers and parents. This view is mainly represented
by the behaviourist tradition in psychology which argues for
objective scientific methods of research in social science. In.
the chapter which deals with the arguments against the use of self-
report - fWhy not ask them...?1 Harre and Secord (1972) The
Explanation of Human Behaviour, write:
* In order to be able to treat people as if they were human 
beings it must be possible to accept their commentaries 
upon- their actions as authentic, though revisable, reports 
of phenomena, subject to empirical criticism.1
They state the case against the use of self-reports thus:
(i) the reports are the phenomena themselves (verbal 
behaviour) and not statements about phenomena that are 
legitimate objects of scientific study;
(ii) conscious self-monitoring is merely an epiphenomenon. 
Furthermore:
(iii) there is no independent check on whether the reported 
states exist;
(iv) there- is no check on whether the act of reporting 
generates artifactual memories;
(v) reports are vague and do not give physiological or 
cognitive information.
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Harre and Secord state emphatically that it is possible to treat 
people as human beings for the purpose of psychology and to accept 
that the phenomena which they purport to report both exist and are 
real, They take the view that the best way to find out what a
person thinks is simply to ask them, hence the title of their
chapter, 'Why not ask Them.,,?'
They write:
1 It remains true that a person is the best authority 
as to his own states of mind, feelings and the like.*
I agree with Harre" and Secord * s analysis, self-concept, if it is
anything at all, must be the view one takes of oneself — it seems
absurd to ask an outsider for my view of my self \ All the outsider
can give is what he/she takes to be my view of myself. There is
therefore no question in my mind that research on self-concept should
use self-report. The question really is how much does the person
reveal of themselves in the self-report? How much can you persuade,
trick or con the subject into saying? I believe that the instrument
I used offered the children the opportunity to express views about
themselves in complete anonymity. They were not tricked, conned or
persuaded - each child had the right to refuse to take part: the
only persuasion used was to get the test, once begun, completed.
The introduction to the test took the same form for each group 
except that with groups or classes where younger children (10) were 
involved I would vary the wording slightly to take, account of this.
(
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My name is Maureen Stone,
I am from the University of Surrey.
I am doing some research to try to find out what children and young 
people in schools in the London area think about a number of things 
and I would like you to help me by completing this questionnaire.
If you agree to help, you must answer every question - otherwise it 
is not very helpful to me. No-one has to do the test, if anyone 
feels that they would rather not, then please say so and you can go 
and do what you would normally be doing at this time. (This was 
agreed to by all schools and groups.)
I then stressed the confidential nature of. the project.
This questionnaire is completely confidential to me; no one in the 
school will see it; no boy or girl will have their names written 
on it; there are no means of identifying you. All I will know is 
that a boy or girl (13 years) at (name of school) thinks this or that 
about something or other. This means that you can be completely open 
and honest in what you write. (It was quite clear to me that many 
children in the school groups were reassured by the fact that 
teachers were not going to be looking at their questionnaires, and 
they sought,further reassurance on this point on a number of occasions 
during the testing.)
I concluded by introducing the testing items in the way suggested in 
each manual.
In the Saturday schools, children were told that the information 
required related to their week-day schools and teachers. This point 
was reinforced ap a number of points during the testing. But the 
nature of the test items, in particular the Piers-Harris self-concept
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test, so clearly related to week-day schools that the probability 
of confusion was not considered to be high.
The test instrument consisted of three items:
1 Piers-Harris - children's self-concept scale.
2 Ziller self-social symbols tasks
3 Sentence completion item.
1, PIERS-HARRIS
The Piers-Harris children's self-concept scale is a self-report 
instrument designed for children over a wide age range. The scale 
was designed primarily for research on children1s self-attitudes 
and correlates of these attitudes. The scale was developed from 
J.ersild's (1952) collection of children's statements about what they 
liked and disliked about themselves: (a) physical characteristics
and appearance (b) clothing and grooming (c) health and physical 
soundness (d) home and family (e) enjoyment of recreation 
(f) ability in sports, play (i) special talents (music, art)
(j) just me, myself (k) personality, character, inner resources.
Wylie (1976) reviewed the Piers-Harris children's self-concept 
scale. She agreed that the reliabilities established by Piers-Harris 
are satisfactory for research purposes. But she is concerned that 
low scores might indicate - not poor self-regard but unreliability 
of responding.
'With an 80-item scale which has an equal number of positively 
and negatively keyed statements, random responding on S's part 
would result in a score of about 40, that is 40 coincidences 
between S's choice of yes or no and the judge's rating of yes 
or no as indicative of desirable reactions. According to the 
norms given in Piers (1969), 20% of S's attain scores this low 
or lower.' f *
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Wylie contends that:
1There is a strong possibility that unreliable responding 
and poor self-regard are confounded to some unknown extent 
in the individual scores.'
This problem is probably more important to individual than group
scores, although it needs to be borne in mind in analysing data
obtained by Piers-Harris children’s self-concept scale.
Wylie gave information of a number of studies based on Assumed
Validity.
1 Harris & Braun (1971). Black children, 7 to 8, who showed Negro 
preference in terms of puppet choice, had significantly higher 
Piers-Harris scores. Cox (1969) (unpublished).
2 Total Piers-Harris scores correlated significantly with S’s' 
perceptions of their parents as loving.
3 Piers .(1976)(in press). •
Study of 8-14 year old children, children who were being diagnosed
in a clinic, obtained a mean Piers-Harris score which was slightly
but significantly lower than the mean score of a group of normal
control children.
In conclusion, Wylie wrote:
’Contrary to very commonly held expectations, but consonant 
with a number of recent findings, the Piers-Harris mean of 
black, disadvantaged sixth grade boys was slightly above the 
mean for white, normative samples. (Morse & Piers in press), 
Harris & Braun (1971) also reported mean Piers-Harris scores 
for black children to be above the norms reported by Piers 
(1969). Black S’s medians were 77th percentile for the middle 
class and 66th percentile for the working class.’
I decided to use the Piers-Harris because it was developed especially
for research with normal children from different racial and social
backgrounds. The manual is well prepared and very clearly set out.
It has been used for nearly 20 years and has been recommended for
research with children by Wylie.(1976), whereas the Coopersmith
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S.E.I. which is the one which appears to be gaining ground here 
(Jones, 1976; Bagley, 1975; Bagley and Wong, 1975) has been 
described by Wylie 'as unsuitable for research with children. She 
wrote:
’Altogether the state of development of this inventory and 
the amount of available information about it do not make 
it an instrument of choice for self-concept research on 
child S’s.1
Whereas she suggested that the Piers-Harris test ’seemed worthy of 
further research and development’.
There were three minor alterations to the Piers-Harris instrument.
Item 5 From I am smart to I am clever
Item 55 I hav? (61* ^  to I am a lively person.
2. SELF-SOCIAL TASKS
This measure was devised by Ziller (1976) and developed from a social 
psychological theory of personality involving ten components of 
self-other orientation:
1 self-esteem
2 social interest
3 self-centrality
4 identification
5 majority identification
6 complexity
7 power
8 openness
9 inclusion
10 marginality.
Self-other orientations are perceived maps of the • subject’s perceived 
relationships with significant others - people such as friends, 
relatives, work groups, teachers and groups of people. The method 
of impressing these perceived relationships involves arrangements 
of symbols representing the self and significant others. (See 
Appendix 2: Research Instrument).
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I used one item from the components described above: Self-Esteem. 
SELF-ESTEEM
The stem of this item presents a horizontal.array of six circles 
and a list of significant other people, such as a friend, a selfish 
person, mother, father and teacher, doctor and yourself. The task 
requires the subject to assign each person to a circle. The score 
is the weighed position of the self. In accordance with 'the 
cultural norm1, Ziller has shown filler; 1969; 1973) . that people
place persons horizontally in descending order of importance; 
positions to the left are associated with high self-esteem. Three 
self-esteem items are used with different sets of ’others'; to 
score the circles are numbered 1 through 6 starting at the right.
[V
The sum of the score on all three items represent the self-esteem 
score. (The full Ziller test has six items but I used only three 
of them as they were part of a larger testing instrument.)
Reliability; Ziller gives Reliability as Split-half, corrected
.80 (99 high school students); .84 (81 fifth grade students);
.89 (203 ninth grade students).
Ruth Wylie (1976), after reviewing this instrument, recommended:
’In conclusion, considerable information is on hand regarding 
the ingenious, unique and purportedly simple approach to the 
measurement of self-referent constructs across a wide range of 
ages, cultures and competence levels.1
. < \
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SENTENCE COMPLETION
The final section was a sentence completion item with eight stems:
The stems: (1) WHAT I LIKE ABOUT SCHOOL...
(5) WHAT I DISLIKE ABOUT SCHOOL... 
are meant to yield more detailed information regarding.children's 
attitudes to schools both in terms of negative and positive responses.
The stems: (6) WHAT I LIKE ABOUT HOME...
(8) TO A CHILD PARENTS ARE... 
provide an opportunity for children to express views on the role of 
parents, and to say what home means to them. These four sets of 
sentences have been analysed, in terms of functional and expressive 
categories of needs or wants (MuSgrove, 1976) and full details of the 
analysis and the results appear in Chapters six, seven and eight.
The stem: (2) SOME DAY I WOULD LIKE TO... ’
has, been analysed in terms of aspirations, hopes and desires, job 
expectations, family life, marriage, travel etc. Details of analysis 
and results for each group appear in Chapters six, seven and eight.
Stems 3,7 have been coded, on a score of 1-3
1 - positive 2 = negative 3 = neutral -
The self-items and method of scoring them, are, based on the London
Sentence Completion Test developed by John Coleman (1976) at the Institute
of Psychiatry, London. In scoring a response as positive we take:
1 any positive self-evaluation, realisation of individual 
potential, or wish for something better.1
Examples: (3) NOW AND AGAIN I REALISE...
(7) SOMETIMES WHEN I THINK ABOUT MYSELF...
f  , , ■■■
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I could work harder
I pity everyone else because they’re not me 
Must not think about myself but must help others.
Negative
Any negative self-evaluation, realisation of failure or statement 
of insignificance.
... am no use to anybody 
... I hate myself
... I feel sick r ■
... am ugly
Neutral
Any statement of role, or position in the family, any statement 
concerning natural processes such as getting older, or curiosity 
about identity or others1 view of self.
... am growing up
... one day must die
... can't understand myself.
Stem 4: WHAT I LIKE ABOUT MYSELF - was meant to provide further
descriptive information on self-feeling.
ANALYSIS OF (1) ATTITUDES TO SCHOOL
(2) ATTITUDES TO HOME
(3) ATTITUDES TO TEACHERS
ATTITUDES TO SCHOOL/HOME
Two main classifications were used for analysing these two statements; 
these are based on T.Parson's distinctions between Instrumental and 
Expressive categories of needs and wants. T.Parsons: 'Action may
be oriented to the achievement of a goal which is an anticipated
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future state of affairs, the attainment of which is felt to 
promise gratification1. These he termed instrumental'; further \
'there is a corresponding type on the adjustive side which may be 
called expressive orientation. Here the primary orientation is not 
to a goal anticipated in the future, but the organisation of a 
'flow' of gratifications. Parsons (1964).
Musgrove (1976) adapted Parsons' classification for use with his 
sample of 250 members of 6 mixed youth clubs in a northern connurbation. 
His study was concerned with 'Satisfactions with Home, Club, Work 
and School'; his sub-divisions proved useful for analysing the 
responses of this sample in relation to their feelings about school, 
teachers, parents and home. Musgrove developed thirteen sub-divisions, 
six Instrumental and seven Expressive.
Instrumental:
1 Intellectual = understanding, enlightenment
2 Physical r = competence at games and sport
3 Manual = woodwork, needlework, domestic skills
4 Social = poise, self-assurance in relationships with others
5 Moral development = including references to 'forming a good character*
becoming 'a good citizen', 'learning to be self-­
reliant and stand on your own feet*.
6 Personal advancement = passing examinations, getting on in life.
Expressive:
1 Ease, emotional security - feeling at ease, wanted, loved, welcome
2 Freedom/self-direction = including the freedom to express your
views, have your say, 'be yourself*.
V ■ ,
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3 Friendship
A Sense of Competence = * having a chance to prove yourself*
5 Support from adults = knowing you can take your problems to
parents/teachers
6 Sense of identity with group = feeling .one of the crowd/ a member
of the family/as if you belong.
7 Sense of purposeful activity
In scrutinising the statements, three additional categories emerged:
8 Place of safety = *where you can be safe, protected*
9 Everything
10 Material = *nice colour TV, luxury bathroom/bedroom*
Statements could be allocated to more than one category, expressing 
both Instrumental and Expressive attitudes. Thus:
* ... the friends, games and when we do interesting subjects* 
would be allocated to three categories: Friends, Physical and 
Intellectual. However, no statement would be allocated to the same 
category more than once.
The category INTELLECTUAL was taken to include any mention of 
school/home as a place for learning, thus mention of books, equipment, 
tasks, skills, knowledge, information associated with reasons for 
liking school was categorised under Intellectual.
ATTITUDES To TEACHERS:
Analysis of the stem WHAT I DISLIKE MOST ABOUT SCHOOL... yielded most 
information on attitudes to teachers. This stem was included in the 
final test instrument on the instigation of children in the preliminary
test group• Many children, particularly hoys, in that group 
(11-12 year olds, first year comprehensive) found it difficult to 
complete the stem "WHAT I LIKE MOST ABOUT SCHOOL..." because, in 
their words, they liked *nuthink* about school. After completion 
of the test, many children said that *to be fair1 it should include 
something on *what we dislike about school*. The point'was taken 
and the final test included the stem "WHAT I DISLIKE ABOUT SCHOOL..
ANALYSIS
All the statements were scrutinised and thirteen categories emerged 
The categories emerged after complete scrutiny of each individual 
statement; categories were not defined and statements allocated to 
them. One statement could be allocated to more than one category, 
but no statement would appear under a single category more than 
once.
ASPIRATIONS:
Analysis of "SOME DAY I WOULD LIKE TO...."
All statements were scrutinised and five main categories emerged:
1 general desire for success, money, wish "to get on".
2 desire for happiness and self-fulfillment
3 wish" f.or marriage, children and family life
4 travel - generally or to specific destinations
5 specific occupations/professions.
The categories were further subdivided in order to provide more 
detailed information; thirteen categories were used in the final 
breakdown. These were: Success, money, general desire *to get
on*, Travel - general, West Indies, America, Africa; Occupation: 
doctor, teacher, nurse, scientist; skilled, semi-skilled, manual;
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entertainment, football; wish for marriage and family; self- 
fulfillment; other professional.
Thus it can be seen that the measuring instrument provided 
children with:
1 a force choice response format
2 a diagrammatic sociometric format, and
3 a projective, sentence completion item to be used as the 
child pleased.
In using the Piers-Harris and Ziller instruments I assumed their 
validity as Wylie, in reviewing over 200 instruments designed to 
measure, self-concept, recommended these two as being amongst the best 
for research work with children. I also tried to use a test which was 
suitable in carrying no threat to the child.
Checking
During the preliainary testing, an independent check was made on the
method of scoring the sentence completion items. A psychologist who
specialises in the self-concept and self-esteem of children and adolescents 
scored the self-concept items for children in the preliminary test 
group. Comparison with my own scoring showed near perfect agreement of 
95% between the two scores.
Selection of Descriptive Material
Descriptive material was selected to give a representative sample of 
responses in terms of sex, age and type of response.
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OBSERVATION, INTERVIEWS AND DOCUMENTATIOF
I observed as many classes and projects as was possible and details 
of these observations appear under the report of each class or 
project, I interviewed teachers, parents and project workers 
attached to each class or project. These interviews/discussions 
were informal and took the form that the teacher, or project worker, 
decided, rather than the form the researcher wanted or what was 
best for the research - but as the workers and teachers always 
pointed out, the research was not the object of the exercise, and 
I had to make the best of the conditions I found. The object of 
observing projects and classes and of talking to people involved 
was to get some idea of what the aims of the class or project were 
and how the teachers/workers saw themselves within the wider 
education/school context, and more than anything why they felt that 
it was necessary to have these special projects/classes for West 
Indian children. The answers to these questions, I felt, would 
give some clue as to how the workers viewed the school system 
generally, and on the specific issue of West Indian children within 
it. There was no formal access to parents of children in schools 
and access^ to parents of children in the community groups was 
through informal contact, mainly *hanging around* and grabbing 
people as they came in and if they were willing to'talk. I was 
also present when parents came and asked for children to be 
admitted to the projects and I observed the "formalities” of the 
admission procedure on those occasions.
This was very helpful to me in clarifying the reasons why parents
<  , • ■ • .
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sent their children to the supplementary schools - this /will be 
reported in greater detail at a later time - hut for the moment 
it can he said that on each occasion where I observed parents 
question workers ahout the project before asking whether their 
children could join, their overwhelming concern was with •educational* 
criteria: *Do you teach maths?*, ’Will he/she get help with English?*,
’She *s not doing too well with her reading —  can you help with that?*• 
Those were the sort of ’problems* the parents looked to the 
supplementary schools to solve - bread and butter day-to-day basic 
problems of English, maths and reading. They did not seem politically 
motivated, nor were they looking for ’positive experiences * for 
their offspring - they were simply trying to make sure that their 
children had the extra help they felt they needed in basic subjects.
I never heard of a child being sent for ’cultural reasons* in the 
sense that parents wanted their children in an all-black environment - 
although it seemed to me from all that I heard and saw that parents 
believed-that these teachers took more care and trouble with 
teaching and were more interested in helping the children. '
The teachers in the schools and project workers in the community 
' certainly appeared dedicated and one could not be but impressed 
with their enthusiasm - very often in unhelpful (school) environments 
and with poor (community) facilities. There was certainly 
’political motivation* amongst most of the project workers. The. 
teachers tended to have a naive view of what could be done ’to help* 
black children - they tended to believe in ’compensation* for poor , 
social and family backgrounds and for racial prejudice and
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discrimination* They saw themselves trying to build up ’good 
relationships’ with the children through showing respect for 
their culture and being generally tolerant. They worried that 
black kids were mainly in bottom streams but felt that this was 
partly a function of teacher-expectation and low self-concept.
Thus they saw themselves as trying to break down prejudice in the 
sqhools and also offering the children a chance of building 
different self-concepts. These are general impressions; more 
specific details will be included in the description of each class 
or project.
The project workers tended to be more cynical about what the 
formal education system had to offer black kids. There was a 
general feeling that if any black child succeeded it would be in 
spite of, not because of, the school system. They tended to have a 
more ’political’ outlook whether or not they were officially or 
voluntarily funded. The general belief seemed to be that if black 
children w e r e t o  have a chance of success in the school system 
they would have to receive more formal teaching than they got in 
schools. The issue of self-image had to be posed to them - they 
concentrated far more on practical issues of teaching and education - 
culture and social issues were included automatically in the 
activities of these community based groups but they were regarded 
as ’perks’, ’treats’ or ’outings’ and not the raison d ’etre of the 
projects. Whatever the motivation of the project workers, it was 
clear to me that basic educational skills formed the basis of what , 
actually went on in the supplementary schools and was the reason
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why parents sent their children to them. This kind of insight 
would never have reached me through analysis of my questionnaire 
material,
DOCUMENTS
I collected syllabi and written material, including students* work, 
from teachers and project workers where available, and where they 
were willing to part with them. This kind of information provides 
useful background material and details of the (stated) aims and 
objectives of teachers and workers in the projects.
f
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SUMMARY AND d i s c u s s i o n
The research design which.I have outlined includes both 
quantitative and qualitative methods. The methods of qualitative 
field research involving techniques of participant-obs,ervation 
and intensive, open interviewing, have been termed (relative to 
other major traditions) "sprawling, undefined, diffused and 
diverse - an amorphous residual grab bag for sundry types not• 
fitting elsewhere" (John Lofland,. 1974)* At the same time, 
other critics of quantitative methods have argued (Rex, Derrick) ; 
that the over-use of these methods in social science research 
obscures educational issues and acts as a blind to •real* research.
Research on self-concept and schooling has of course been an 
area in which quantitative methods predominate - groups’ of children . 
have been given tests; tests have been analysed according to this 
or that research technique and results have been published. The 
theory upon which the methods were based was never stated explicitly; 
problems were overlooked or explained as some feature of the 
research design; studies were seldom replicated - even though in 
psychological research theory the possibility of replication 
should be one of the major considerations in designing a research 
study.
This research was not concerned with setting up a form of 
•treatment* and then testing its effects upon groups of children, 
but rather with the study of a process, the treatment being part 
of that process and its effects being investigated as such*.
It seemed important that the research should carry with it the
/  . .
possibility of replication, for the purpose of further study;
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this could best be achieved by the use of tests which had been 
developed for research purposes which were acceptable in other ways.
At the same time, the reliance on test data to clarify issues of 
fsocial action1 seemed very inadequate. The data gathered by the 
test instrument could yield information on self-concept scores; 
it could tell nothing about the processes involved in leading 
teachers to label children as having 1 low or negative self-concepts*. 
The questionnaire could provide *hard data* for statistical analysis 
which might confirm or deny the teacher’s view. But it was necessary 
to know more about what was actually involved from the teachers* 
and schools* point of view in the labelling process (Hargreaves et al. 
1975). It seemed artificial and limiting to call such methods 
’qualitative* and the questionnaire data *quantitative* and to assume 
that research must be one or the other. If there is a problem which 
sociological research hopes to understand, then every method at our 
disposal should be used. Whatever is useful, helps to clarify the 
issues and makes sense (Giddens, 1976) should be harnessed to the 
effort to understand and explain social behaviour. Although this may 
involve the researcher in problems and difficulties which are avoided 
in more technical (if somewhat sterile) research designs.
PROBLEMS ’
T he problem with employing different methods is, above all, one of 
sheer energy and time. Visits to projects that may be written up 
in one or two paragraphs may have taken days - it is quite common to 
visit a community project and find that people have forgotten
you were coming; the person who was going to see you had to stand
(
in for an absent volunteer, an outing has been arranged at the 
last moment or a speaker is coming from the library or the youth 
club. Anything can happen and research has very low priority.
There were several other problems which influenced the design 
of the research and which controlled the research. There were 
different problems in schools and in the community groups.
SCHOOLS
Mentioning of race was a major problem -most schools did not 
want to mention race directly at all. I was not allowed to ask 
for information on race - so this information was coded on to 
the questionnaires by myself and teacher-helpers as they were 
handed in. Some children, became suspicious and wanted to know 
what we were doing - we lied and said that we were numbering the 
questionnaires. This served to show how sensitive school 
personnel are to any mention of race and racial matters. One 
wonders how much this has changed at the present time with the 
National Front school recruitment campaign.
COMMUNITY GROUPS
The problems involved here were the most difficult and virtually 
shaped the research in some areas, for example:
Pat a Collection: there was no way that one could ask for or 
expect information on the socio-economic status of children 
attending these groups. Such a request would have been met with 
hostility and probably refusal to continue to co-operate with 
the research. It was also very unlikely that the project had 
such information available • And the researcher would, by asking 
for it, create a different and (to the group) ’unnatural1
environment and interfere with the conditions• Such risks were 
not justified in the circumstances.
Suspicion: there was very real suspicion in most of the projects 
ahout research, especially sociological research* There: was a 
feeling that research is ’bad news* for black people and, it 
seems to me, a black researcher is greeted with double suspicion. 
One had to establish oneself as an ’investigator*, ’just trying, 
to find out what the- facts are about black children’s self-concept 
if it is bad then clearly something needs to be done; if not,
.then perhaps something different needs to be done* But clearly 
the facts have to be established first*’ This line of reasoning 
usually won the day, but not always and a number of projects 
refused to co-operate at all; one full-time school project, the 
only one I know of for West Indian children, has made a policy 
decision which says that under no circumstances would they allow 
research, and they stuck to that*
Those projects which agreed to co-operate were as helpful as 
they could be - but it was quite literally a matter of taking it 
as it came* As a community worker, I was used to such conditions 
as a research worker? With all the problems and difficulties I 
value the insights I gained from the.field research; anything of 
value which comes out of the research must be due to the merging 
of these insights, with theoretical knowledge and the empirical 
data*
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CHAPTER SIX
I N T . R O D U  C T 1 0  IT
The reports on these projects are based on extensive contact with 
the teachers and schools concerned over a three year period. This 
contact has included prolonged discussions and more formal interviews 
about the nature of the projects, their objectives, methods of 
teaching etc. and in all but one case (*Black Images *) I have sat 
in on classes. This was not in order to carry out any formal 
process of observer participant research, but simply to get the feel 
of the classroom, to enhance my own appreciation of what was involved 
for (a) the teachers and (b) the pupils and (c) the school generally. 
In the case where I did not observe classroom activity, the teacher 
felt that the situation in the school was so fraught and her own 
position with the Head so precarious that she did not feel able to 
ask for me to be allowed in her classroom to do further research.
It is important at this stage to mention some of the problems 
connected with- doing this type of,research in schools: very often a 
teacher or a group of teachers agree to carry out a particular 
project in their department; people outside the immediate circle Of 
involvement might not know much about it; if it is connected with 
minority group or difficult* pupils, teachers are allowed a fair 
degree of freedom - provided it works. Heads do not always know the 
details of what is happening in their schools and one can be told 
officially that there are no special projects or classes for black 
kids in a school only to hear, unofficially, that there are *things 
going on*. This makes it very difficult to know the extent and
f ,
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range sOf different projects - there was an air of sneakiness 
about them - which meant that it was only through informal contacts 
and. word of mouth information that I managed to locate four 
projects where teachers, the school and the L.E.A. were willing 
for me to carry out the research. The L.E.A. was always approached 
last, after contacting the Head, having first secured the teacher’s 
co-operation. The line of response went like this: L.E.A. agreeable 
if Head is: Head agreeable if classroom teacher is: since I
always had the teacher’s agreement before approaching the Head, 
there was no problem. In the case where I was not allowed to observe 
I never actually met the Head, the teacher did not think it 
necessary; she approached the Head, explained what I was doing 
and asked if he minded if the children in her Language and Society 
group completed a short questionnaire. He said he had no objections 
but that I would need to write to the L.E.A. for formal permission. 
This I did.
It may appear contradictory or confusing to state, as was done 
in Part One of this report, that schools are increasingly using 
therapeutic and'other psychological methods to ’solve’ the problems 
which minority group and other children present, and then to say that 
these kinds of groups operate in a cloak and dagger world of under­
cover secrecy. The fact is that this area of school life and 
activity have not been much opened up to investigation or research - 
it is something of a secret world. The unwillingness of some Heads, 
to become involved is not necessarily through hostility to these 
ideas - it is that they would rather not know too much about what 
is happening as long as it works - i.e. keep the teachers happy
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and control the children. Sieber (1968) has drawn attention to 
the role of innovation and change in co-ordinating and controlling 
clients and employees of the school system. In some schools Heads 
choose not to know too much about these developments. In other 
schools, Heads give active support and encouragement to ’group 
work* of various kinds. It appears to depend on personal inclination 
and how willing or otherwise the Head was to acknowledge that the 
school had ’problems *. Acceptance of group work and other kinds of 
special projects, for children in a school implies the acceptance 
of ’problems* - the children’s problems usually, which they bring 
to the school and which the school has ’to do something about*.
Many Heads are reluctant to have their school labelled in this way.
In setting out these profiles of the different groups and 
writing about the schools in which they were located, I draw on a 
variety of sources of information about the schools, from informal 
community contacts, from teachers working in the schools, pupils 
attending the schools (not necessarily the same children as those 
replying to the questionnaire), parents in the area, contacts in the 
different L.E.A.s - in fact any accessible and willing informant.
This helped to build up a picture of the school and to place the 
projects within this overall framework.
In terms of a phenomenological appreciation of what.these innovatory 
school programmes mean to the individuals taking part, both teachers 
and pupils, it is necessary to take note of the fact of ’strangeness’ 
(Schutz, 1982): the teachers are strangers to the West Indian culture 
they are trying to appreciate; they maybe kindly, well-intentioned
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strangers, but they are strangers nonetheless. As strangers there
are facts and. knowledge about West Indian culture which they can '
identify and regard as important for children to know in order to
help them.combat racial and other stereotypes. But these same facts
and knowledge may carry for the West Indian children and the
community an entirely different meaning, and may have attached to
them ’values * which the teachers can never share, even if they
wanted to. For example, how West Indian boys in school-based history
groups reacted to the showing of the TV film ’Roots * which dealt
with the history of a black American family through slavery to
freedom; the teacher told me that for weeks after the showing of
this film (which had been discussed in class) the black boys constantly
answered him ’yes m ’sa, no m ’sa’ and when spoken to (about anything)
would reply ’don’t beat me m ’sa, please m ’sa* in a grovelling manner.
He said it was all he could do to keep from showing his annoyance
and he was glad when it wore thin and stopped. Thus, innovatory
projects of this kind have to be aware of their ’vulnerability to the
school social environment’ (Sieber , 1968) where TV plays an.
important part and where, irrespective of whatever happens in school,
children have experiences as individuals and members of groups which
may lead them to attach to school base knowledge, meanings and
interpretations which are quite different from anything which might
have been intended or foreseen. In this way we return to one of
the central ideas of this thesis, that children and people generally
are not passive beings reacting to an overwhelming social structure,
but active, inventive agents who, within the constraints of the 
■ f
social structure and its institutions (of which schools, for
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children, are the most important) constantly re-interpret, modify 
and define their own reality and their own self-concepts*
f
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6.2 MULTI-RACIAL EDUCATION
The place of multi-racial education falls within the scope of the 
Compensatory Education debate/discussion outlined earlier. All 
research and-discussion about the ’problems’ of West Indian (and 
other immigrant) children in British schools invariably includes a . 
request/demand for more and/or better multi-racial education. A 
society of teachers exists to promote the aims of multi-racial 
education - the .Rational Association for Multi-Racial Education.
The Schools Council project, Education for a Multi-Racial Society, 
has already been referred to. Two of the teachers whom I met in 
this small project have since gone on to become Advisors on Multi- 
Racial Education in different local education authorities. And yet 
no one really haS any clear idea of what multi-racial education is 
or what function it could usefully serve, although it can be regarded 
■as a part of the development of professionalism and specialisation 
within the teaching profession which is seen as an appropriate 
response to a multi-racial plural society.
These projects may be described as falling within the Compensatory 
Education ethos, this can be simply a matter of convenience and 
’politics* on the part of some teachers who recognise that this is 
the only way they will be allowed to do anything ’positive’ (as they 
say) for black kids. -So they have to sell it with that label, even 
though they may profess to find the liberal ideology which inspires 
compensatory education and theories of cultural deprivation etc 
abhorrent. However, a more generally accepted view of multi-racial 
education is that of M. Rogers and J. McNeal (eds.1971) provided
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in the book, The Multi-Racial School, where they outline four 
factors which affect the teaching situation in these schools:
1 varied language and. range of competence each;
2 cultural differences between pupil and teacher, teacher and 
parents;
3 race relations - a complex set of factors involving not only 
group relations within school, but every minority child’s view 
of himself (my emphasis);
4 deprivation of housing, income, environment leading to deprivation 
of family experience and affecting the whole development of the 
child.
The contributors to Rogers and McNeal’s book all describe their 
various attempts (all successes) at multi-racial education, a multi­
racial primary Head described the transition to teaching for'’an 
international, multi-racial school*. Another told how he abandoned 
streaming in his secondary modern (as was then) and introduced a 
two-unit remedial department for non-English speaking children and 
those with ’dialect’ difficulties. Yet another described the 
breaking down of barriers between black and white parents which 
followed her attempts to build up a community school.
The approach of teachers in these projects broadly resembles that 
described in the more ’recent publication, Teaching in a Multi­
cultural Society, Cross, Baker & Stiles (eds.) 1977• This approach 
appears to accept the reality of inequality but suggests ways that 
the teacher in the classroom can avoid (a) devaluing the culture of 
the minority child or (b) emphasising their ’deviance'. These
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classes demonstrate attempts by teachers to value the minority 
group child and her culture by (1) use of dialect (2) use of 
historical material which culturally is diverse - relates to 
children the part their own.group played in historical events 
(3) examines the religions of the various cultural groups including 
African and Caribbean religious forms.
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WEST INDIAN EXPERIENCE IN BRITISH SCHOOLS (Giles, 1977)
There are no research reports of studies dealing with the effects 
of black studies and ethnic/cultural enrichment on the self-concept 
of ethnic minority group children living in Britain. Unlike the 
American Congress which has funded ethnic cultural enrichment 
programmes, official policy in Britain as reflected in the Report 
of the Parliamentary Select Committee on Race Relations and 
Immigration is that Black Studies/Ethnic Studies would be inappropriate 
in British schools. The Committee accepted that the demand for 
black studies reflected a belief that the content of British 
education was Anglo-centric and biassed against black people. But 
the Committee doubted whether Black Studies would make a contribution 
to wider education and better race relations and said that it was 
’not attracted by the idea of black teachers teaching black pupils 
in separate classes or establishments’.
However, Black/Ethnic studies is an important issue amongst 
practitioners, pupils and some community leaders and this report of 
Giles’ study received a degree of public interest far out of 
proportion to anything it actually said.
Giles carried out research in London into multi-racial education 
and social disadvantage in an effort to isolate the factors which 
could explain the similarities-and differences of ’indigenous* and 
’immigrant’ working-class children. He visited 25 schools and his 
data was collected by means of interviews and discussions with staff 
and pupils in these schools. But the issue of.Black and Ethnic 
Studies loomed large throughout the case studies and reports of his
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work; ..because it figured' do much amongst the pressing problems of
the schools he visited*
In his section entitled Black- Unity, Cultural Nationalism and
Black Studies in Britain, Giles presents an interesting analysis
of the development of •cultural nationalism* and *black consciousness*
amongst West Indians and its culmination in the demand for Black
Studies etc. in schools:
•One obvious response to white racism and colour prejudice 
in Britain has been the development of a movement amongst 
the young West Indian population to promote black conscious­
ness and positive black identity. This movement towards 
black cultural nationalism in Britain also embodies a concept 
of Black Power. Amongst, the younger, more articulate and 
outspoken members of the British West Indian communities one 
can find attempts to re-define the purpose of education for 
black people in Britain, and demands for greater participation 
in determining the role and curriculum of the schools serving 
children from black communities.*
Giles sees this 'development as a consequence of racism, forcing
blacks into themselves and necessitating a form of black unity. He
feels that schools in multi-racial areas must take account of these
developments and attempt to meet the needs of minority.group students•
• He calls attention to the fact that the demand for Black Studies and
cultural awareness is increasing amongst black students, especially
at the secondary level. He also observes that:
•In cases where schools have attempted to help students 
examine this emerging identity, and use its motivation to 
involve them in an examination of the needs of the black 
community as part of a wider social problem, there has been 
reported success in broadening perspectives.*
He warns that:
’Unless the schools are prepared to relate to these children 
in a way that makes what they are doing part of society, the
f
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alternative will "be separation by default* Schools must 
find ways of addressing the valid concerns and special 
educational needs of black students through the curriculum.* 
Only by making this response to racialism, and social 
disadvantage, based on colour prejudice, a legitimate 
concern of the schools curriculum, can the schools hope to 
bridge the widening gap in communication between the 
educational system and black youth.*
Giles makes several recommendations as to ways of avoiding the
isolation and alienation of black youth; the one which concerns
us here has to do with the inclusion of Black and Ethnic Studies
Programmes in the regular school curriculum. I quote this section
in full:
,’BLACK AND ETHNIC STUDIES PROGRAMMES:
There is a need to include topics and themes into the 
regular school curriculum which reflect the cultural 
diversity of British society. There are two approaches 
which would directly address the needs of pupils and 
teachers to value and respect differences in colour and 
cust oms•
(a) Curriculum Revision. The inclusion of themes and 
topics which relate to multi-cultural Britain rather than 
a concentration on cultures and lifestyles in countries 
abroad. Such topics and courses as Caribbean Culture and 
History are appropriate as a part of the geography or 
history curriculum, but do little.to help address the 
immediate needs for teaching students to value cultural 
differences and to accept the other’s right to be different 
and British at the same time.,
(b) Black and Ethnic Studies Programmes for West Indian 
Students
.The need to increase home-school compatibility and help 
students of West Indian background presently referred to 
as ’coloured’, ’half-caste* or, as the Immigrant Statistics 
Unit of the Population Statistics Division classifies them, . 
students of American New Commonwealth ethnic origin.
Obviously there is a need for children b o m  in Britain 
but constantly referred.to as being different and not 
accepted because of colour, to develop a positive self- 
image and identity as well as a sense of pride in being 
black in a society where this is not valued. This might 
best be handled through Supplementary School Programmes or 
extra-curricular activities. Some schools are presently 
attempting to address this issue during the regular school 
day by bringing in outside resource persons who serve as 
teachers for specialised courses in Black Studies.’
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COMMENTS ON GILES * STUDY AND RECOMMENDATIONS:
Giles* British research suffers from the same faults of super­
ficiality and the lack of rigorous theoretical framework for :
analysis. Although the interviews for his London study were over 
a longer period of time than his New York assessment of an African 
Heritage Program — 8 weeks as compared with 3 weeks - one is faced 
with a greater lack of detail and analysis- in the London study,'
Giles says that some schools had reported success in ’broadening 
perspectives’ of their student body. Yet we are never given 
details of any of these programmes, including examples of syllabi 
and curricula with stated’ objectives etc. Conflicting views of 
teachers in various schools were presented but no real attempt to 
analyse these views as they reflect certain social processes 
developing within a particular social structure is made. The 
assumption that schools have a duty ’to address themselves’ to the 
’needs’ of certain students is made without question or discussion 
of the implications for these students and for the total student 
body. The idea is"simply that the ’isolation’ and ’alienation’ of 
black students will be reduced if schools ’meet their need’ for 
cultural enrichment and identity. Giles gives very little evidence 
to suggest that this would in fact happen, or that its effect would 
be any different from-the well-known ’cooling out’ process developed 
by counsellors and career teachers in American schools.
f
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6.4 THE SCHOOL BASED "EHRICHMT" (E) PROJECTS: 
List of Projects:
I ‘ On the Buses - West Indian Style:
West Indian Dialect Class
II "Black Images1: Modern Language Class .
III ;(a) "Roots1: West Indian History Class
(b) "Rastas": (World Religion) R.E. Class
f
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5.1 GROUP X
ON THE BUSES - WEST INDIAN STYLE
This is a mixed Comprehensive School (previously a Secondary 
Modem) of just over 1,000 children with a high proportion of ^
West Indian students. Exact figures are difficult to come by 
hut most teachers agreed that almost half - between 30-40% of the students - 
were from a West Indian background. The Headmaster has made 
various efforts to ’meet the needs* of his immigrant pupils 
including in-service training for teachers on aspects of West 
Indian culture and history etc, and the teacher responsible for 
this class has also been on an exchange visit to Jamaica as part 
of the school in-service training programme. The school premises 
are used for a Saturday school which was originally set up by this 
same teacher with the help of some parents over five years ago, 
and is now run by the local C.R.C. as a completely independent 
venture. The school has close links with groups in the local 
community and has been the venue for exhibitions, Caribbean evenings 
and other cultural events which the school has supported by offering 
premises and other facilities, and which has been well supported and 
patronised by the Head and other teachers at school. I think this 
school would be described as providing a good multi-racial/multi- 
cultural environment for the children who attend. The atmosphere 
inside the school appears relaxed and friendly, but the general 
feeling I picked up outside, in the community, was that standards 
were low and that not much was expected of the children who 
attended there* ,
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.The particular project I want to describe now was part of the 
English Third Year Syllabus, but was an optional subject on 
Caribbean literature. The teacher told me that when the class 
first started there had been about one-third English to two-thirds 
West Indian children in it. At the time I visited the school and 
during the period of the research the class composition was 100$
West Indian. The teacher explained that the white children had 
been coming for social reasons, because of friendships and that, 
as these friendships broke up, they had no more interest in the 
class and dropped out. It was my impression that she preferred an 
all-black class; even though the English kids may have come first 
for social reasons one would have imagined that the content and 
presentation of the lessons might have proved intrinsically 
interesting to at least a couple of them. But there may be, for 
some people, a certain prestige in being the only white person in 
such a group - the teacher is seen as being the ’expert* who 
’understands the problems* and to share this with any other 
outsider, even white students, might result in a lessening of this 
kind of prestige. This was my impression, and does suggest some 
possible explanation why this particular teacher did not feel it a 
reflection on her teaching ability or professional skill to lose one- 
third of her class in an option subject.
My general impression of the class after three sessions was of. 
mild indiscipline amongst the pupils and great tolerance or 
indulgence on the part of the teacher. For example, one boy used 
the tape-recorder in the classroom to listen to taped music and,
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with .a few of his friends, spent an entire session listening to 
Reggae. At the second, session I realised that the tape recorder 
was used for recording classroom discussion and drama sessions 
when members read hits of their own work. But during this first 
session the tape recorder was used solely for playing music by 
this small group of boys.
Another small group of boys played cards; one girl plaited her
hair and all this whilst the teacher was delivering a talk on
Caribbean dialect which was connected to a project they were doing
on creative writing. The only way that ’order* was maintained was
through the teacher making no effort to insist on attention or
interest from the students who were otherwise occupied. It was
as if a bargain had been struck whereby teacher would be allowed to
teach if certain pupils were allowed to follow their own interests.
In a group fo 20-25 pupils this group accounted for 5 °r, at the
most, 6 pupils and the teacher stressed to me on several occasions
that they did not normally behave like that, that some were ’playing
up’ to my presence and ’showing off’. Whilst accepting a certain
degree of ’playing up* and ’showing off’, it would appear that the
normal classroom procedure must have been, in any case, somewhat
lax for pupils to turn up equipped with cassette tapes of music,
playing cards and other diversions. Many teachers have to come to
this kind of arrangement with certain pupils; in order to avoid
constant friction and conflict in the classroom they ’accommodate’
those kids who others exclude as disruptive by allowing them .
a certain degree of freedom. Reynolds (1975) called this a ’truce1 
<
arrived at by teacher and pupils with the aim of reducing conflict 
and avoiding stress.
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However, there were pupils who were interested in what was 
being taught and these were by far the majority. It was 
fascinating to watch this English teacher teach West Indian 
children how to speak Caribbean dialect; many of the children 
seemed embarrassed, giggled and made remarks such as "my gran 
speak like that". The class had been looking at the use of 
dialect by West Indian playwrights and each pupils had been asked 
to write a short playlet using West Indian dialect - the teacher 
read put from these scripts and pointed out the errors (which were 
many) in them - and then demonstrated how a West Indian would 
realiy speak. The teacher spoke the dialect with the greatest 
ease and facility but whenever one of the student group attempted 
to read from his/her work it was a slow and painful process, 
punctuated with much laughter and clowning about.
I- sat at the very back of the classroom and I could hear a 
small group of girls discussing the playlets. There was general 
agreement that the teacher was ’good* but one girl said her Mum 
wouldn’t let her speak like that in the house - *even though she 
does* - and others commented that it was the older people who mostly 
spoke like that. They.seemed to think it ’quaint* but not of 
great importance. I did not manage to hear any of the boys * views 
on the class as they, sat well over to the right, were greatly out­
numbered by the girls and were more highly represented in the 
’uninterested* group who were playing records and cards amongst 
themselves.
The second time I was with this group the pattern was more or 
<
less the same except that more boys took part -each person being 
directly called upon by the teacher to speak, read or comment on 
a piece of work. But there was the overall arrangement whereby
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small groups followed -their own interest joining in from time 
to time when inclined to or when called upon.
The third time I was with the class the entire session was 
almost completely devoted to a script which one of the class 
members had produced: On the Buses., and this was by far the most
’successful1 class, securing the most group interest and partici­
pation. The entire script was read through and then discussed; 
the final fifteen minutes of the session was spent in small 
groups, each group planning a play.
My notes on this session:
•The class was quieter today and seemed to be making more 
of an effort.. .The play reading was stilted and listless.. 
The children kept on ’correcting* the dialect and 
substituting standard English phrases which the teacher 
had to ’correct* back into Caribbean dialect. Yet when 
the children talk amongst themselves they are free and 
easy in their speech and can talk dialect.. The group I 
sat with agreed to write their play in English first and 
then tra'nslat-'it into dialect for the class. This 
suggestion came from one girl after the group had spent 
. some time talking about how exactly to set about writing 
in dialect•*
The discussion which follows very closely resembles the one which 
took place that morning. This recording captures the atmosphere 
amongst this group with such authenticity that although these 
girls, Audrey, Eleanor, Sonya and Meryl were not in that class­
room, their treatment of the issues represent almost exactly 
those which were expressed that day. This transcript appeared in 
the Community publication, ’Stepping out*t Summer, 1977*
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TRANSCRIPT OF A TAPED DISCUSSION ON WEST INDIAN DIALECT
Audrey I don’t think it’s "bad anyway, because they use it a 
lot over the West Indies,
Meryl You think it ’s a good thing, do you?
Audrey Yeah, fcos that *s the way people talk over there,
Meryl But do you think it’s right for in England?
Audrey No really, no,
Meryl So you’d rather have English speaking books?
Audrey Yeah,
Sonya . Yes, but the English talk posh, the- Chinese talk Chinese, 
Indians talk Indian so why can’t West Indians talk West 
Indian?
Meryl. So you agree with it?
Sonya Yes.
Meryl You think it’s a good thing?
Sonya Yes. But I don’t think parents approve it so much because
they think you’re trying to act bad, (A lot of agreement 
from others.)
Meryl What do you think, Eleanor?
Eleanor I don’t really think that how they talk... I think it’s
just natural how they talk... if they can’t talk proper 
English it’s not their fault. If I’m talking to a white 
person you have to sort of put on, you know. But when 
you’re at home or anything you just talk normal how your 
parents talk and things, you know.
Meryl So you think it’s a good thing?
Eleanor Yeah. Some people just can’t help speaking it. I mean 
you know, when I come to school I go all .. (she makes a 
: posh sound and everyone laughs).
Meryl Do you think your mother would agree with you reading 
books like that?
Eleanor She doesn’t really mind, you know. It’s true how they 
talk - how they write it is how they talk.
Meryl But don’t you think she’d sort of think, er, well you’re
in England, forget all.that seeing as you were born in 
England anyway?
Eleanor Well, anyway, well I only pick it up because my sisters 
-and them when they came over they was quite young, you 
know and we sort of pick up the words from them because 
if they never came in England we would talk really posh 
you know - not posh but Englishy, Cockney like, you knowi 
Otherwise I don’t think it’s a bad idea.
Sonya I think English people get a laugh out of West Indian
people talking West Indian.
Audrey Some of them even learn it.
Sonya- What do you think, Meryl?
Meryl I think it’s a good thing. I don’t think there’s anything
wrong in it.. West Indian dialect.
Sonya . Would you bring up your children speaking it?
Eleanor Yeahr it’s homely you know when you see your friends-and 
you can understand what they’re saying and you don’t have 
to keep saying what, what?
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Meryl If ray mum heard me talking like that she’d, bust my
little ass. Your mum would as well?
Audrey Yes, she’d say "You’re in England now, so talk English",
My dad’s really got the Jamaican accent,
Meryl If you were to say "What a rass hole" and all this stuff
at home, would your mum start,,,
Eleanor But this is swearing isn’t it? . I mean if you’re just
talking properly like ’day’ instead of ’they' you know, :
' there's nothing wrong in that but if you’re swearing and 
; ting you can understand them being angry and frustrated,
Meryl When you say 'day* and 'tree' and all that instead of 
’three' and all that, don’t they say it’s not ’tree' 
it’s ’three’?
Eleanor Wo, because they know what I’m talking about, they're used 
to it. The majority of families say ’tree * instead of 
’three’, I can’t help saying ’tree' instead of ’three' 
because it’s just, I don’t know, it’s just natural.
Meryl My parents talk like that but when I do it they try and 
stop me,
Eleapor Well, I don't see why they should stop you because it's 
natural. There’s nothing wrong with it.
Meryl No, there’s nothing wrong with it,
Eleanor Well, I don’t know..
Sonya Maybe they think if I, maybe the parents think that if my
children go around speaking like that, then all the other 
people will think bad of them.
Eleanor Maybe the only disadvantage of it is when you're coming 
for a job.
Audrey Yeah, you've got to talk all posh. You can’t really talk
West Indies to them because they wouldn’t know what the 
heck you’re on about. They'd do what, what?
Eleanor Anyway, I think West Indian dialect is very good. I like it.
From the three sessions I spent with this group my impressions were
that most of the children did not take the class very seriously.
However I had no way of knowing whether this was a general attitude
or specific to this Caribbean Literature class. There were a number
of confusing or contradictory things going on; the children seemed
unable to read dialect, talked about it as what ’the old people
speak’ and yet amongst themselves they too could lapse into dialect
with ease. In order to write in dialect they first had to write in
standard English and then translate it into dialect. The playlet, 
f
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"0,N THE BUSES", was written Before my involvement with the group 
and I do not know what process of composition it underwent, but 
unlike the TV series it was certainly not a comedy. The teacher 
explained to me that the class had discussed different TV comedies 
and one girl had commented that, although London Transport has over 
half black conductors and drivers in some places, the TV series 
dealing with life on the buses did not include one single black­
face. The teacher suggested that the class could put this right 
by writing a West Indian version and the girl who first made" the 
comment undertook the task. When the class talked about this play 
no one complained about it.not being funny; everyone agreed that it• 
was true to life - and that seemed most important.
The research instrument was administered to the group on my 
fourth visit to the ,class, towards the end of the term. On that 
day there were 20 children present: 14 girls and 6 boys.
The registered number attending was 30 but the teacher said that 
average attendance was 20-25 and girls outnumbered boys by 1 : 5» 
so the day of the test was a fairly typical day in that respect.
The- class was used to my coming and sitting quietly at the back.
The day I introduced the test was the first time I actually spoke.
I used the introduction given earlier and agreed to answer any
questions at the end of the end of the class. (The teacher had told
me that the class was very curious about me and wanted to know more
about what I was doing.) The class co-operated beautifully; they
settled down to the questionnaire with real keenness and twenty
minutes into the session most of them had completed it. This was 
f .
in stark contrast to most other testing sessions and was not what I*d
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been anticipating from their earlier class sessions.
The teaching style adopted by this teacher was one based on 
’relationships* and concern for the growth and development of 
children in the group. She tended to evaluate her performance and 
the class progress in terms of relationships, rather than in 
cognitive, instrumental terns related to achievement or attainment 
on an academic level. There was a clear, stated commitment to 
’valuing* the speech and culture of the.'.West Indian children, which 
was seen, as devalued in the wider society and in most of the school. 
Bennett (1976) has discussed teaching styles in terms of formal 
and informal classroom. He defined informal teachers as those who 
stress the importance of self-expression, enjoyment of school and 
the development of creativity; formal teachers stress academic aims. 
Eisher (1969) has made a similar distinction between expressive and 
instructional objectives in teaching - expressive corresponding 
to informal and instructional to formal teaching styles. In this 
analysis the teacher of the West Indian dialect classes used an 
informal/expressive teaching style.
This was an examination class; the children were working to a 
C.S.E. Mode III Syllabus.
<
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.2 DIALECT IN CULTURE AND SCHOOLING
’Should. I create a Black curriculum? Should I put creole 
on the time-table? Over my dead body; and the majority of 
my parents would cheer me to the skies.*
(Max Morris, Headmaster of a London Comprehensive School 
. with over QOfo ’immigrant’, mostly West Indian,, pupils•)
(Morris, 1977)
Seen from a cultural perspective and in terms of Black consciousness
and self-image, the development of a distinctive dialect can be
regarded as part of the process which African slaves were involved
in when creating an alternative reality for themselves based on
what they brought from Africa and what they learnt from their
masters in America and the Caribbean. In this language a means of
communication and definition of self and others existed without
reference to the dominant society. If. the institution of slavery
could be likened to the colonial situation, the masters as
colonialists and the slaves the colonised, it will become apparent
how great; the need was for the colonised to create an alternative
language and mode of communication-in order to sustain a viable sense
of identity and worth, for in the colonist language they were at
best invisible or worst sub-human. On the question of the relation- •
ship of language to culture, imperialism and identity, % u  gi wa
Thiongjs Kenyan playwright and novelist had this-to say:
*... if.you learn apeople’s language, and you adopt their 
culture, you are more likely to see yourself in terms of
their world outlook.’ .
(Thiongo, 1978)
In American and Caribbean societies, Black English developed both
as a means of communication and as a form of resistance (Levine, 1977 )•
Analysis of ’cultural imperialism’ such as that offered by Panon
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(1967) in his ’Black Face White Masks’ virtually ignored the 
language of the mass of Caribbean people and concentrated exclusively 
on the bourgeois and petit-bourgeois who aspired to join the French 
colonialist elite culture, hiding their black faces behind white 
masks. In recent times the importance of ’folk speech’ has been 
acknowledged as a language in its own right and the implications of 
this for the schooling of Black children'in America, the Caribbean 
and Britain have been widely discussed by scholars in departments 
of linguistics and education, Labov (19^9» 1972, 1978) has offered 
the most:comprehensive analysis of Black language in America and its 
existence as a distinct and separate.form of English, with its- own 
internal logic and.grammar, Baratz and Shuy (19^9) have also 
investigated the role of dialect in ’Teaching Black Children to 
Read’, In the Caribbean, Craig (1968), Carrington, Knight and their 
associates at the School of•Education, University of the West Indies, 
have investigated the role of dialect in teaching Caribbean children 
to read-and understand West Indian English (Carrington, 1974? Craig, 
1968; Carrington et al, 1974)* Le Page (1968) has also been 
involved in a study of the problems involved in ’the use of English 
as the medium of education in the Caribbean’, Cassidy and Le Page 
(1967) have produced a Dictionary of Jamaican English, In Britain 
the issue of language, education and social class has been dominated 
by Bernstein and has been almost completely restricted to a 
discussion of the differences between middle class and working class 
speech. With the presence of West Indian children in British 
schools the issue of dialect and its influence on literacy and 
comprehension has received some attention: Le Page (1973 ) argued
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for the need for teachers to understand something of the structure 
of West Indian dialect so that they can. help children to function 
more adequately in standard British English. Wight (l971) advanced 
essentially the same argument and more recently Edwards (1976) has 
suggested that dialect may influence the understanding of standard 
English, to the extent that West Indian children, when matched for 
age and social class and reading ability with English children, 
appear behind in understanding the meaning of standard British 
English.
There are, therefore, the pedagogical issues, but there are also 
the cultural issues - the researchers at the Centre for Applied 
' Linguistics (Labov, Shuy, Bratz) argue that black parents (who 
generally oppose the use of dialect in schools) would be converted 
when they saw that their children actually learned to read and 
write better standard English. This is also the argument which 
Craig, Carrington etc. at the University of West Indies School of 
Education use to counter parental and other opposition. It has 
also been suggested that some Black intellectuals and academics 
oppose the elevation of dialect to the status of a language because 
it threatens their own elite status. It would seem, however, that 
the development in linguistics has not been paralleled by similar 
developments in-sociological, and educational thinking which could 
clarify the fundamental issues of power and control in relation to 
the use of dialect in schools. If we are living in (or moving 
towards) post-industrial, technological, knowledge-based society, 
where does creole or dialect figure in terms of the structure of 
that society? In terms of culture, can dialect be seen purely in 
technical terms? Language functions for the preservation of values
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as well as communication • What implications has the 'legitimisation 
(Bourdieu ) of dialect (or aspects of dialect) for the cultural 
homogeneity of the minority group? It seems that to treat dialect 
as a matter relating simply to linguistic competence in relation 
to standard English is to ignore the implications of the development 
and persistence of the use of dialect in preserving for the 
minority aspects of cultural identity and the fact of undermining 
these features*
This discussion on dialect, Black culture and schooling relates 
to this West Indian literature class* What we find here is not a 
teacher "being helped to understand some technical detail of the 
dialect so as to enable children to function more adequately in 
standard British English; on the contrary the teacher herself is an 
accomplished dialect speaker; she is trying to enable the children 
to appreciate the'full potential of their own first language, for 
drama and literature,in a way which they had not thought possible* 
The message of this approach is one which links what linguists 
have been saying (in terms of Black dialects being languages with 
structure, logic and possibilities for abstract thought and 
reasoning) with self-esteem enhancement ideas - so that the Black 
child can gain increased self-esteem from seeing her first language 
used to create literature and drama in the same way that standard 
English is used* . This approach ignored the historical fact that 
dialect has functioned as a source of self-esteem and the base, of 
an alternative value system from the times of slavery* It also 
assumes that the process of legitimisation, through the acceptance 
of dialect for use in schools, is itself an enhancing process, 
which shows that the language is •good* and has teacher's approval.
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What ,'it does not take into account is that the process of 
legitimisation carries with it possibilities of reaction to 
this process whereby the group modifies and adapts the original 
dialect, inventing new words in a continuing counter-action 
against absorption.
The issue of Black Culture, dialect and schooling has there­
fore to be seen in terms of:
1 History - where dialect as a language of resistance functioned
as an alternative to the language of the .elite, which essentially 
debased the slave and offered no possible basis for the develop­
ment of positive attitudes to self and group.
2 Pedagogy - in terms of the influence of dialect on children’s 
ability to use and understand standard English.
3 Sociology - where, as in contemporary British society, schools
as agents of social control may begin to legitimise aspects of
the dialect in order to promote self-esteem and reduce alienation, 
and conversely dialect users (especially young Blacks) may 
respond by developing .and adapting the dialect, thus making it 
more inaccessible to control and maintaining its illegitimate 
status as the language of an out-group.
So far, discussions of dialect have centred largely on the pedagogical 
issues - increasingly, sociologists and educationists will have to 
take account of other factors which relate to the role of dialect in 
culture and-schooling. Law£on (1968) warned against a ’sentimental 
attitude towards working-class language*, arguing that the working 
class Socialisation processes (of which language is a part) are 
preparing its young members for a world which is disappearing.
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Law%>n writes that 'in the near future routine manual jobs are 
going to disappear and jobs which will become available in industry' 
or in bureaucratic, welfare or distribution spheres will require a 
much higher level of symbolic control'• An interesting and contrary 
view of the role•of dialect in industrial societies is represented 
by Steinberg (19.78) who sees the persistence of dialect in Western 
European societies as a direct reaction to the pressures towards a 
•mass culture*. Noting that most Western European people speak at 
least one' dialect (and often at least one foreign language) as. well 
as their own 'standard* language, Steinberg suggests that what he 
terms* 'The Confusion of Tongues', i.e. the variety and number of ' 
dialects, will continue to flourish because it is linked with culture 
and identity in ways we do not begin to understand.
It is interesting that discussions on West Indian dialect and 
schooling are carried on without reference to regional and other 
dialects and their relationship to schooling. In a paper entitled 
'Dialect in School - An Historical Note*, Brian HOllingworth 
described the tensions which have existed between schools and 
dialect in the North East of England.. West Indian dialect can 
thus be regarded as one in a variety of dialects sharing 
in common the problems and possibilities of other dialects in the 
community. -
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3 SELF-CONCEPT OF WEST INDIAN LITERATURE GROUP
On the Piers-Harris children's self-concept scale the mean score 
of the group was 46.1, S.D. 8.7* (Total possible score 80 
average mean score 48-70, S.D. 13*9) On the Ziller self-social 
tasks (self-esteem item) the mean score for the group was 14*4» 
S.D. 3*2. (Total possible score 18). . .
Two sentences (a and b below) were analysed for details of 
Positive = 2; , Neutral = 4 » Negative = 6 ;. self-concept/self- 
esteem. (See Chapter 5 for details of sentence analysis.) The 
higher the mean score, the^  lower, more negative the self-concept/
self-esteem. On the sentence completion item this group's mean\ '
score was 4*2, S.D. 0.8.
Examples of what the. West Indian Literature group wrote about 
' ,self '
(a) NOW AND AGAIN I REALISE...
(b) WHAT I LIKE MOST ABOUT MISELF...
(c) SOMETIMES WHEN I THINK ABOUT MTSELF.• •
(Age group 14+ ~ 15 years).
Boy ‘ (a) I can do what I want to do and have what I want to 
. have
(b) nothing
(c) I wonder if I can be changed
Boy ■ (a) that I does wrong and stupid things
(b) is-my character and the way I get on with people
(c) no response
Boy (a) that I am really fed up
(b) is that I am smart
(c) really good.
Another boy alpo liked the fact that 'I am handsome and a nice
person* and imagined himself 'as a king'. Now and again he
realised that he 'is bad to teachers*.
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Girl _ fa) long for wishes to come true 
. (b) everything
(c) I say God - how lovely I am and lucky
'Girl. (15.) (a) have been wicked or mean
(b) like my eyes, hair, face- and personality
■(c) wonder what I have done with my life
Girl (a) that I am growing up. But do not have as much
freedom-as people my own age
(b) my eyes, my voice. But only since•people told me - 
about it I noticed myself.
(c) I wish that I was dead. But then I wish I could have ■
a good life when I grow up.
• Girl (a) I am lucky
(b) I d ori*t think that their is anything I like about...
I think I am ugly.
(c) I think one minute and the next I am pretty. I just 
feel confused.
Table 2 illustrates the responses of children in this group and
shows that the two main categories are Intellectual and Social/
Friendship, just over half (55%) of the group mentioning these as 
the thing they like most about school. The sentences below provide 
further and fuller examples of what the children wrote.about 
school. Boys* responses are given first:
(a) WHAT I LIKE ABOUT SCHOOL...
(b) WHAT I DISLIKE ABOUT SCHOOL...
■ Boys
(a) I like school because I meet people
(b) Ho response to (b) but he completed the stem SOME DAY I WOULD 
LIKE TO... with ... stay home.
(a) English and Social Studies
(b) some- teachers
(aVis the friends I meet and the'subjects and teachers 
.(b) is the way some teachers treat you like little kids' and later 
tell us that we are adults
(a) I like school because I meet people. (SOME DAY I WOULD LIKE 
TO... stay home I)
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(a) English and Social Studies
(b) teachers
(a) learning something
(b) some teachers
(a) is the friends I meet and the subjects and teachers
(b) is the way some teachers treat you like little kids and 
later tells us that we are adults
(a) learn something and make good friends
(b) some teachers are mad
(a) the friends, the learning and the fun
(b) the boring hours of class work like T.D. and art.
GIRLS
(a) I like some lessons, I like being at school because we get 
a lot of holidays
(b) I dislike being told off and doing things I don’t want to
(a) I like school because that is way you get to known your friends
and meet and talk during the day. I like to get out of the
•house at times.
(b) I dislike Biology. I think it is a bore. I sometimes feel to 
•' take a whole week off and do nothing.
(a) I like going on outings and I like cert on subjects. But that is-
as far as it goes.
(a) when I talk to the teachers and express my opinions, with them
(b) the way people mistreat each other.
(a) is games, Maths, English, teachers and friends
(b) is puncoaility . .
(a) is not going and when they ask where you were, don’t tell them
(b) teachers that thing there are smart and clever and know 
everything. And be nosey.
(a) is being able to bunk off lessons sometimes
(b) is that they always make you do things you don’t want to do
(a) is my friends, and the people who like and help me, and lunch 
and break times
(b) is the boring hours, when people, especially teachers, make me 
do things I don’t like
(b) what I dislike most.about school ... working hard
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(a) is having lots of friends and learning my lessons
(a) is heing able to bunk off and not get caught
(b) suspicious teachers. The headmaster and prefects.
(a) being able to bunk off and tell his to get out of it if they 
catch me•
'(b)'. is the teachers and I loathe my housemistress and the 
Headmaster’s stink breath
f
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6.5*4 ATTITUDE TO SCHOOL
The general attitude to school was elicited by use of two 
sentence completion items:
1 WHAT I LIKE MOST ABOUT SCHOOL...
2 WHAT I DISLIKE MOST ABOUT SCHOOL...
On. analysing the results for Sentence 1:
TABLE 2a
Statement
Category
Total
Responses (20) Girls (14) Boys (6)
*
Intellectual 11 (55$) 7 (50$) 4 (66$)
Physical 3 (15$) ; 3 (21$)
Manual 1 (5$) 1 (7$) -
Social 4 (20$) 3 (21$) (16$)
Moral - . -
Advancement - - .
Emotional Security . - - .
Freedom . - ; - -
Friendship 7 (35$) 5 (36$) 2 (33$)
Sense of Competence • - - -
Support from adults 4 (2 o$) 4 (29$) -
Identity with group - - -
Sense of -purpose - - —
Place of safety - . - -
Everything - - -
Functional/material — — — ■
Y
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TABLE 2b
WHAT I DISLIKE MOST ABOUT SCHOOL... .
Statement
Category
Total 
Responses 
W = 20
Girls (14). Boys (6)
Absence of 
Challenge - .
• _ - .
Bad Teaching -
Attitude of Teachers/ 
Dislikes Teachers 6 (30$) 3 (21$) 3 (50%)
Power of Teachers '9 (45$) 8 (57$) . 1 (16/C)
Dislikes Everything - ■
Lack of Achievement - - -' -
Absence of, or poor 
facilities - . -
Bullying, being 
* picked on* 1. (5$) • 1 (7/o) • ' ■ -
Disruption 1.(5$) 1 (T/o) - ..
School dinners/ 
uniforms - — . -
Racism/prejudice - — -
Dislikes'nothing - ■ -
A particular subject 4 (20$) 2 (14/0) 2 (33$)
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6.5.5 ASPIRATION
Table 2c shows what the youngsters hope to achieve ’some day’.
Only 3 out of the 20 children in the group hope to end up in a 
profession/semi-profession; one girl wants to be a nurse...
If the categories Success and Money (I want to be rich and famous) 
and Self-Fulfillment (I want to be happy ... do anything I want 
to...) are added together.we find that this General Express 
Category accounts for the aspiration of just under half the group 
(9 responses, 45$) and hopes for Marriage and Family bring the total 
to 12 responses (60$) of the total. In terms of future jobs, the 
girls seem to have a clearer idea of what they want to do.
GIRLS:
... to become a nurse and then if I am good enough.I would like to 
become a physiotherapist
... become a dancer with my friends
... be a social worker, visit the world
... learn to sky dive and become an air hostess and see the world
... be a telephonist and live my own life
... be happy sing my very own song before a large audience
BOYS, on,the other hand, hope to: *
... drive, make children and work
... be my own man and do what I like - .
... cars, house, a good job
No specific jobs were mentioned and the remaining boys express 
the hope that some day they could *stay home* (from school).
Even where girls were expressing more general hopes and desires
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■they-were couched, in terms that seemed realistic and achievable:
... to go hack to my homeland Jamaica without my parents to watch 
me .
•••get married to a responsible man who would never leave me and
love our children, 
after our children.
That we are in good jobs and can look
ASPIRATION: 
TABLE 2c SOME DAY I WOULD LIKE TO.. • •
Statement
Category
Total 
Responses (20) Girls (14) Boys (6)
Success and money 3 (15%) 2 (14%) 1 (16%)
General desire to 
’get' on*
' — — : -
Travel (General) 5 (25%) 5 05%) -
Travel to the W.I. 1 (%) 1 0%) -
Travel to America - - -
Travel to Africa '■ - - -
Occupation: Doctor • - : .- -
... Teacher - -
••• Nurse 1 (5%) 1 0%) -
... Scientist - - -
••• Skilled/semi-skilled. 2 (10?„) 1 0%) 1 (16%)
••• Manual - - -
••• Entertainment- 2 m ) 1 0 %) 1 (16%o)
... Football - ; - -
... Marriage & family 3 05%) 2 (14%,) 1 (16%)
... Self-fulfillment 6 (3<>;S) ■ 4 (29%) 2 01%) .
... Other professional 4 (20$) 4 (29%) —
(
II .’BLACK IMAGES*: Modem Language Class
This is a mixed- purpose-built, three year old comprehensive of 
some 800 pupils of which (in 1977) the third year were the most 
senior group* The' school has a reputation for ‘being ’tough*; many 
incidents of violence involving teachers and pupils have been 
reported; levels of suspension and expulsions are reportedly high, 
especially amongst the West Indian pupils who form roughly 35$ 
of the school population* There are a small number of teachers, 
who could be variously described as ’left wing* who have taken 
a particular interest in black kids in the schools; the Deputy 
Head of the Modern Language Department is. one of these and she 
has developed and led this project* My contact with this teacher 
and some of her colleagues have been very good, but I have had no 
direct contact with the children apart from the actual administration 
of the test* However, the project itself has, been well .documented 
by the school staff as part of their efforts to have it accepted 
as a Mode III C*S*E* Examination course*
The teachers feel that this work is in constant jeopardy from 
the Headmaster and other senior staff* The Head of the Modern 
Languages Department has since left to take up a job as Multi- . . 
Racial. Education Advisor in another L.E.A* and.the Department is 
currently without a leader* This has increased the insecurity of 
the staff and worry over what will happen to their multi-racial 
educational projects* This tension has been increased by the fact 
that the Deputy Head of Department has not been promoted, even 
temporarily, to the Head of Department’s job* It would appear
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that the 'credibility* of the department was lost when the Head of 
Department left.
An indication of the.tensions in the school is provided in
Appendix III- Statement from the Modern Languages Department - to which
the Headmaster has not yet replied.
To begin with, the staff saw the Headmaster as being somewhat 
indifferent, but over a period of time his attitude has changed to one ' 
of hostility to the project: he argues that "West Indian parents come
over here to get their children a British education and that is what 
we should give them". At the same time many West Indian children in 
his school are wearing the Rastafarian colours of green, red and gold 
on woollen hats and scarves which they refuse to remove. Teachers are 
in constant battle (literally) with kids to remove their hats in the 
classroom; many children defy these orders. The teacher who runs the 
project believes that the children will become more hostile if they
are forced to remove their Rasta hats and that it is better to respect
their culture and not provoke further hostility and conflict in the 
school. On the other hand the majority of staff and the Head regard it 
as a discipline problem and feel that they must insist on appropriate 
standards of dress and behaviour from all pupils, regardless of racial 
or cultural background. A minority of the teachers feel that this ia 
a narrow and hypocritical view to take at a time when the whole values 
of the educational system are under question anyway.
This school had by far the most extreme conditions of the three 
schools contacted with the research, but there were other schools 
which I also visited and have maintained contact with over the 2-3
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years, and it is my impression that it is not exceptional in respect 
of the overall situation obtaining in schools in the London area 
generally. Teachers there are currently recording incidents in an 
Incident Book: after five 1 incidents1 pupils are suspended - incidents 
can range from giving 'cheek' to tripping up a teacher in the hallway 
(apparently a common 'sport'). The extreme conditions in this school 
could be explained or understood under several headings:
1 It's a new school
2 In three years it's had 3 Heads:
(a) Head 1 left after less than one year 
.(b) Head 2 was on temporary appointment of Deputy Head 
- until post was filled
’ (c) Head 3 (present Head) had been there just over one year.
3 It's a‘'neighbourhood' comprehensive in an almost exclusively 
working class area of London
4 After four years it is still an incomplete school - the 
fourth year being the top form.
350
THE USE OF PHOTOGRAPHY IN THE STUDY OF 'SELF-IMAGES'
This course made use of the media and photography to help children 
realise their concrete physical identities, how they !present them­
selves* (Goffman, 1959) an^ the realisation of this as a social 
process. This project on Black Images was part of an overall course 
on The Study of Images (Milhum, 1977) which included a section on 
The Study of Racial Images (Pines , 1977) . The approach to * image 
study* followed by these teachers corresponds roughly to the description 
of their work by the Half Moon Photography Collective given in an 
article in SCREEN Edition 21 (SCREEN is published by the Society for 
Education in Film and Television) and I quote from this article:
M ATER IAL REDACTED AT REQUEST OF UNIVERSITY
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M ATERIAL REDACTED AT REQUEST OF UNIVERSITY
The articles go on to suggest various topics for project work:
IDENTITY: WHO AM I? WHO ARE OTHER PEOPLE?
FACES: WHAT DO WE REALLY LOOK LIKE?
VISUAL LIFE-LINES AND PERSONAL HISTORIES
All these topics were included in this class on Images. I have 
selected three photographs which show one black girl in the IDENTITY 
project. In Photograph One it is I, MYSELF; in Photograph Two it 
is I AS- I WOULD LIKE TO BE SEEN; in Photograph'.Three it is MY IDEA 
OF BEAUTY. Photograph Four is of a girl who is a Rastafarian and who 
created her ’ideal1 self by painting her face even blacker and thus 
heightening her African ’image*. I have sat through hours of viewing 
the material of the whole Images course and this material certainly 
follows faithfully the guidelines given in the SCREEN article, I have 
selected only material related to the ’Black Images’ section of the 
course as that was what I was most interested in. It seemed to provide 
a striking contrast to what was being done in other groups both in
( . ' V ' - v  •
method and in content.
M ATERIAL REDACTED AT REQUEST OF UNIVERSITY
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Teaching style: This teacher was convinced of the need to form
relationships with children and to value each individual child as a. 
person. Many of the West Indian children in her Images class had 
out-of-school contact with her; she visited homes, helped with problems 
and was generally a friend or social worker to children and their . 
families. Not having observed her classroom manner, one cannot 
comment in any direct way on her teaching style, but having spent many 
hours in interviews and discussions with her, it was clear that her . 
approach to teaching was fundamentally expressive; she appeared to get 
most satisfaction from the relationships she had developed with the 
children. Even so she is critical of lax teaching methods and
acknowledges the need for children to be able to perform at an
| ' • • • •
acceptable level. From the beginning of the course she worked for it 
to become a C.S.E. Mode Three examined subject; she achieved this aim 
just at the time when the course first, came under threat of closure.
6.6.3 SELF-CONCEPT OF * IMAGES’ GROUP
On the Piers-Harris scale this group had a mean score of 45.9,
S.D. 12.0. . ; r •
The ZiHer (self-esteem) item yielded a mean score of 12.5, S.D. 2.8,
The 1 self’ items (a and c below) yielded a mean group score of 4.3,
S.D. 0.8.
Exampleis of what the’ ’Images’ group wrote about ’self’.
(a) NOW AND AGAIN I REALISE THAT I ...
(b) WHAT I LIKE MOST ABOUT MYSELF ...
(c) SOMETIMES WHEN I THINK ABOUT MYSELF ...
(Age 13+ - 14 years)
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Boy (a) I am very bad tempered and hard to get along with
(b) is that I know I can do something if it is very important
V • .to: me
(c) I think will I ever be able to make it in life
Girl (a) that I have.done a lot of things wrong
(b) I am good at some things
(c) I smile
Girl (a) I change my mind about some things that Ifd like to be 
when-I grow up
(b) I like about myself I am kind hearted
(c) I think that I am horrible to people sometimes. And cheeky.
Boy. (a) that I am trying but not hard enough
*(b) is my ideas and my music
(c) I think of helping other people in other countries
Boy (a) I have fell in a blunder
(b) personality 
(,c) I feel regretful
Girl (a) I am sometimes selfish to my parents and friends
(b) is that I am an understanding person, and can give people 
good advice
(c) I think about what I have done during my life and I regret it.
Boy (a) have difficulties and act like a fool
•. (b) I am pleased with my swimming
(c) I think that I am very ugly compared with other people.
f
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6.6.4 ATTITUDES TO SCHOOL AND TEACHERS
Tables 3a and 3b illustrate this group’s responses to the items 
dealing with school. It is clear that the largest number of 
responses (10 : 71%) fall under the Intellectual function of school. 
Social/Friendship comes next with 8 responses (57%). This group has 
a number of children who see school as a route for ’Advancement1 
(4 : 28%). In common with the rest of the sample, these children 
mention teachers as being what they dislike most about school - 
the attitude of teachers, their power over the children were the 
features most mentioned as causing dislike.
Boy (a) the games lessons and meeting my friends
(b) the way some of the teachers treat us like morons
Girl (a) quite a good idea because you have to have a good education
to get a job .
(b) the uniform and some of the teachers
Girl (a) it sames times and if you work there you will get somewhere 
in life
(b) doing things wrong
(a) that you can learn a lot
(b) some of the teachers
Girl (a) is my friends and the good company I have and what I learn too
(b) is sometimes the teachers pick on me
Boy (a) I like to get away from home and meet people
(b) the work is getting harder and I can't take much more
Girl (a) because I learn something in it when I leave school I can 
get a good job
(b) is that some of the teachers are wicked, the school uniform 
and more things
f
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TABLE 3a ,
GROUP Y RESPONSES ’
WHAT I LIKE MOST ABOUT SCHOOL....
Statement
Category
Total 
Response 
(U= 14)
Girls 
(N = 6)
Boys 
(IT =8)
Intellectual 10 (71 i) 5 (83/0) 5 (62.5/0)
Physical 2 (14^ ) - 2 (25/0)
Manual 1 (7/0) 1 (17/0) -
Social .'2 (14/0) j (17/) 1 (12.5/0)
Moral ’ - • - -
Advancement .4 (28.5/0) 3 (50/) ,1 (12.5/0)
Emotional Security 2 (14/0) 1 (17/) 1 (12.5/0)
Freedom - - -
Friendship 6 (43/) 3 (50/) 3 (37.5/0)
Sense of Competence - - -
Support from adults - . - ■ ST:
Identity with group - - -
Place of safety — - -
Everything - -!•
Functional/material ■. - . - -
f
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TABLE 3b
GROUP Y RESPONSES
WHAT I DISLIKE MOST ABOUT SCHOOL....
Statement
Category
Total 
Responses 
U = 14
Girls 
H = 6
■■■':’
Boys- 
H = 8
Absence of 
challenge • - -
Bad teaching. - . * - -
Attitude of teachers/ 
dislike teachers 6 (43$) 1 ( M % ) 5 (6 2.5$)
Power of teachers 5 (36$) 3 (50#) 2 (25$)
Dislikes everything 1 (7$) 1. (17#)
Lack of achievement 2 (14$) 2 (25$)
Absence of, or poor, 
facilities 1 (7$) - 1 (12.5$) :
Bullying, being 
♦picked on* - 1 (12.5%)
Disruption -
School dinners/ 
uniforms 1 (7;.’) • 1 (17$) -
Racism/prejudice - -
Dislikes nothing 2 (14%) - 2 (25$)
A particular subject — . .
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6.6.5 ASPIRATIONS
Again* there is a slight sex difference: girls are clearer about 
what they want to do in life ... with the exception of one girl who 
some day hopes ’to go to heaven’ I Girls always wrote more than 
boys so there are 12 responses for 6 girls and 8 for 8 boys I It
was hardly ever necessary to double code a boy’s response, especially
was this true for boys in the school groups.
Examples:
Girl ... have my own shop doing hairdressing
Boy ... be an important man in the eyes of the earth like Henry
Kissinger
Gi,rl ... go to heaven
Girl ... be a secretary working for a barrister, a private secretary
Girl ... be a good actress
■ . ■ : n
Boy ... be the richest and most successful man for a mOmth
Boy ... not have to go to work
Boy ... be somebody who helps people and people help me, love and
be loved
Boy . . . become an Architect or a Surveyor .or Electrician
Girl ... be a secretary and have a lot of A levels and degrees.
And be a film star.
<
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TABLE 3c
GROUP Y RESPONSES
SOME DAY I WOULD LIKE TO...
Statement
Category
Total 
Response 
U = 14
Girls 
U = 6
Boys
W = 8 '
Success and money ; 4 (29/,) 2 (33/») 2 (25$)
General desire to 
*get on*
- - -
Travel - General 1 (7$) 1 (13$)
Travel to the W.I. 1 (7%) 1 m )
•••• America - - - -
•••• Africa - - . -
Occupation: Doctor - -
..«• Teacher - . - -
•....Burse • - -
•••• Scientist - - -
•••• Skilled/ . 
semi-skilled 5 (3656) 3 (50%) 2 (25$)
.... Manual 1 (7$) ■ - 1 (13$)
•••• Entertainment 4 ( 29%) 4 (66%,) ’ -
.... Foot "ball - •- -
Marriage & family 
Self-fulfillment 2 (14$) 1
1 7
t t % )
f  * 7
1 (13$)
Other Professional 1 (7%) 1 (7%) —
<
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ROOTS AM) RASTAS 
Groups Zj and
This boys* comprehensive school (ex-secondary modem) is noted 
for its efforts in the area of multi-racial education. There 
seemed to be a constant stream of visitors from London and further 
afield doing a pilgrimage to this school. And these children 
seemed to take my presence for granted in a way those in the 
other schools did not.
. Because the emphasis was on multi-racial education, these 
courses were an integral part of the history syllabus throughout 
the school. But underlying this was a belief that .the black 
children had something special to gain from the content of these 
lessons. There was an assumption that their own self-concept 
would improve and that their view on the role black people have 
played generally would become more positive. It was felt that 
English children in these history classes stood to gain from 
exposure to knowledge about the history of other groups which now 
make up ’multi-racial Britain*.
The methods and organisation and teaching in these two groups 
were very impressive, and the level of discussion seemed to indicate 
general interest in the class, during the sessions when I was 
present•
Teaching Styles
The teaching style adopted by both these teachers was formal and 
instructional. Both.the History and R.E. syllabus are taught
f
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throughout the school to *0* and 'A* levels* Although the under­
lying commitment to multi-racial education, .valuing minority 
group culture and offering the children the opportunity, through 
knowledge required in school, to build a positive self-image, is 
the same as in the earlier groups, the methods seem somewhat 
different* Operating within mainstream education in established 
subject areas, having the support and co-operation of colleagues 
and external agencies - the teachers and Resources Centre, L.E.A* 
policy, they contrast sharply with the isolation and fringe status 
of the teachers in the West Indian dialect and Black Images groups.
Z ROOTS - WORLD HISTORY
The History Department of this school teaches West Indian history 
as part of its World History syllabus to all third-year boys.
During the time I visited the class they were examining The Slave 
Trade as the basis of West Indian history unit. I sat in on two 
sessions of this group and I was impressed with the teaching of 
the master and with the interest and attention the subject received. 
The History Master is a rather charismatic personality, who would 
probably make.anything sound interesting - but as well as this he 
had a sound grasp of his subject and the lesson was very well 
prepared. The level of discussion was very high, most boys speaking 
easily and commenting without any prompting from the teacher. It 
just seemed to me to be a straightforward History class, which was 
lucky to have a good teacher. It did not impress as the kind of 
’knowledge* which a child was likely to incorporate into himself 
and thus greatly influence his self-concept.
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The course was essentially an academic course, encouraging 
critical thinking, the ability to deal with primary source 
material, to relate history to contemporary world and local 
situations* The teaching was of a high academic standard and 
was intended to lead to *0* and *A* level work in the fifth and 
sixth forms of the school*
Z2 RASTAS GROUP
This group started out as part of a regular R.E* World Religions 
class which included a number of sessions on the Rastafarian 
religion* The teacher told me that a number of West Indian boys 
in the class became very interested and came to see him with 
requests for more classes and more information* Out of this there 
emerged a once-a-week lunch-time session which this teacher ran - 
other West Indian boys, mostly friends of the original group, also 
joined it, and there were now 25 boys in this group. The teacher 
who ran this class was the only West Indian teacher in any of the 
school based (e ) enrichment groups. I was unable to attend any of 
the sessions of this lunch-time group because they were held at a 
day and time impossible for me* However, I did attend three class­
room sessions of the R.E* World Religions class. These were 
conducted in much the same way as the World History class described 
earlier. It was a formal classroom situation: knowledge was 
presented and appeared to be absorbed. There was much less discussion 
and classroom interaction between teacher and pupils, than in any 
other school-based group. I was not present during any of the 
sessions dealing with the Rastafarian or any African religion; I
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•attended the sessions dealing with Judaism and its links with 
Christianity; the third session was a test of what had been taught.
I was told that this was the way that all the Units of the World 
Religion course were presented. But I was interested to observe, 
when I met the group that there were no obvious signs of their 
Rastafarian interest: not one head gear or scarf in sight. It is 
difficult to know if this was because their Rastafarian interest was 
Of a school-based intellectual kind, or if the discipline was simply 
more firm, or the boys more amenable than in other schools where 
the use of Rasta head gear and scarves had become an issue between 
teachers and some West Bidian pupils.
It will be remembered from our earlier outline, and discussion
of the Rastafarian religion, that the beliefs of this sect provide
a radical alternative to the accepted white view of black people in
Western society. Fundamental to the Rasta beliefs is total acceptance
of blackness and a corresponding rejection of whiteness - the Rastas
see themselves as the Black Jews, living in exile in Babylon. In
the most recent scholarly work on The Rastafarianst Leonard Barrett
(1977) has written that the Rastafarians are *showing the way to a
new kind of West Indian society*:
•Where go the Rastafarians? Wo one can tell for sure, but 
they have brought us a long way towards understanding our­
selves and our possibilities. Great social developments 
are not always made in the halls or parliaments or in the 
citadels of learning. These institutions merely react to 
the dreams of the creative mass. Some of the most creative 
trends in nations* development are b o m  in the dreams of the 
visionaries, the radicals, the seers and the charismatic 
prophets. This is the cunning of history. It may yet be 
true that the heretics of today will be the saints of ' 
tomorrow.*
( . . ■, '
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Tfye same analysis of attempts at ’legitimization* discussed 
in relation to dialect, in schools applies with equal force to 
religion; the implications are. virtually the same.
It must he said that not all West Indians share Barret’s views
on the Rastafarian religion and some parents actually object to
their children being taught about the Rastas whom they regard in
a similar way as, say, • hippies or ’Flower People• are regarded by
mainstream British or American society.
SELF-CONCEPT OF THE ROOTS AM) RASTA GROUPS
The 2L and Z. School ’E ’ Groups have been combined for discussion.
' 2
On the Piers-Harris scale the Roots mean score was 45*5» S.D. 11.3* 
The Rastas had a mean score of 45*6, S.D. 7*5*
On the Ziller self-esteem item the Roots group mean score was
14*1 * S.D. 2.9 and the Rasta mean score was 13.3, S.D. 2.7*
The ’self* item (a and c below) yielded a mean score for the 
’Roots* group of 4*2, S.D. 0.8 and for the ’Rastas’ -4*.Pt S.D. 0.7•
Examples of what the Roots and Rastas wrote about ’self’:
(a) ROW ADD AGAIN I REALISE THAT I...
(b) WHAT I LIKE MOST ABOUT MISELF IS ...
(c) SOMETIMES WHEN I THINK ABOUT MYSELF• • •
Roots:.
1 (a) that I will fail myself in my lessons and be without a job
when I leave school
(b) my face and my ability in sport and in my lessons
(c) I wonder what going to happen when I grow up. And if I ’m 
good looking.
2 (a) that I say things I really don’t mean
fb) is that1" I’m kind*and like having friends
(c) I think that I could improve on the whole
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3 (a) should pull my socks up 
(b V I am hansome
(c) I feel bord
4 (a) I loose my temper too much
b) is that I’m black
c) I wish that I was working
Rastas:
a) that I am quite stupid compared to other kids
b) is that I aint bad
c) I am over wight
I need to improve my work 
is being a christain
I think that I should be more correct in what I do and a 
bit more ability
3 (a) I am kind to people
(b) I like myself because.everything I do I do-it good
(c) I think.I am a lucky person
4  (a) that I have done wrong but at the time you don’t think of
these things, that you were in the wrong 
•(b) I like nearly everything really except, some of my personality 
■'(c) I wish that I had my woman with me a lot of other things
5 (a), that I can’t stop smoke
(b) nothink
(c) kill myself
2 (a)
e
(
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7.6.4 ATTITUDES TO SCHOOL OF THE HOOTS ATOP RASTAS GROUPS
It seems best to "bring this descriptive material together for 
both groups since there are no sex differences to report from 
this single-sexed hoys* school. Of-the Roots Group 11 (or 55$) 
saw school as likeable for Intellectual reasons, the corresponding 
figure for the Rastas group being 9 (or 50$). The Rastas group 
gave the highest percentage of Physical responses - 9 (40 fo ) liking 
sport, games and related physical activities. The response to 
this amongst the Roots group - 6  (30%) - was also quite high.
.16 of the Physical and Manual responses are combined and we have 
a total of exactly 50fo (11 ) for the Rastas group but still only 6 
(30fo) for the Roots. The Roots group also regard school as important 
for Advancement: 4 (20fo) mention this. In the Rastas Group only 
one boy mentioned this. Social/Friendship account for the over- 
' whelming number of responses in the Roots group - 13 (65$) — whereas 
the Rastas Group had 6 responses (27%) in this category.
These boys found no difficulty in stating what they disliked • 
about school - bad teaching was mentioned by two boys in each group:
4 (9 % )• In the Roots Group 9 respondents disliked the attitudes 
of teachers ; 2 disliked teachers * power and 2 disliked ererything 
In the Rastas Group> 4 (l8$) mentioned bad teaching; 9 (40$) 
disliked teachers* attitudes and 4 (1 ^ fo ) disliked everything about 
school.
<
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TABLE 4a
RESPONSES OF Z ( ' ROOTS » •) GROUP AND (* RASTA1) GROUP: 
WHAT I LIKE MOST ABOUT SCHOOL...
Statement
Category V
(N=20)
Z2 (H=22)
Intellectual 11 (55$) 9 (40$)
Physical 6 (30$) 9 (40$)
Manual ' - 2 (9$)
,Social
8
(40$) ■4 m r
Moral - 1 {%)
Advancement 4 {20$) 1 m
Emotional security - -
Freedom - 1 {%)
Friendship 3 (15$) 2 (9$)
Sense of competence - 1 M Y
Support from adults 1 (5$) -
Identity with group -
»
-  .
Sense of purpose - ' -
Place of safety - - '
Everything - -
Funct i onal/mate rial —
f
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Examples of Roots (Z^) Responses on school: (a) like (b) dislike
(a
(b
(a
(b
(a
(b
(a
(b
(a
(b
that you learn something useful 
that it isn't any stricter
just to get out of the house and to have good education 
the lessons are boring and long
friends and some lessons 
some teachers
Games, Break and home-times 
nearly everything
the friends, the games and when we do interesting subjects 
some of the teachers, sometimes the work
Examples of Rasta Responses on school: (a) like (b) dislike
(a) to do some work I like
(b) some teachers think they are superior to the pupils
(a) meeting my friends and to learn something from good teachers 
for a job
(b) teaching system is stupid. They don't teach you nothing about 
when you leave school
(a) I like sport
(b) a lot of teachers
(a) is that you learn a lot from school to read and write
(b) it is too high (the school is in modern tower block)
(a) enjoying the lessons, doing good work and doing games
(b) the school dinners
(
TABLE 4b
RESPONSES OF (’ROOTS1 ) GROUP AND (’Rasta’)GROUP. . »" i"H " "JEr" *
WHAT I DISLIKE MOST ABOUT SCHOOL. • •
Statement Category Z1 (N=20) Z2 (N=22)
Absence of challenge 1 (5%) —
Bad teaching 2 (10%) 4 (18%)
Attitude of teachers/ 
dislike teachers 9 (45%) 9 (40%)
Power df teachers 2 (10%) 2 (9%)
Dislikes everything 2 (10%) 4 (18%)
Lack of achievement ' - -
Absence of, or poor, 
facilities 1 (5%) 1 (5%)
Bullying, being 
’picked on1
1 (5%) 2 (9%)
Disruption 3 (15%) 1 (5%)
School dinners/uniforms
- 1 (5%)
Racism/prejudice
—
Dislikes nothing i (5%)
A particular subject 1 (5%) 2 (9%)
/
r
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6.7.5 ASPIRATIONS OF 1ROOTS1 AND ’RASTAS’ GROUP 
SOME DAY I WOULD LIKE...
Of this total of 42, 13-14 year old West Indian boys, the highest 
percentage (30%),'13 responses, see their future ,in terms of 
achieving success and money. In terms of specific ambitions, 
Entertainment (singing mostly) 4 (9 %) and Football 4 (9 %) emerge
as the most popular choice, 8 out of 44 or 18%.
There are no would-be doctors, teachers or nurses, but one 
scientist, ’Other Professionals’ being one would-be computer, operator 
or electronic engineer, one architect and one musician. Among the 
two groups differences were [mainly on Marriage and Family and Self- 
Fulfillment: 5 respondents in the Roots group mentioned future hopes
for marriage and a family, only one mentioned a general wish for self- 
fulfillment - ’being happy’. In the Rastas group the situation was 
reversed, none mentioned marriage and family and five mentioned ’being 
happy, free, doing what I want', etc.
Examples:
Roots:
... be a computer operator or an electronic engineer 
... be a famous person or a footballer 
... get a job and get married
... visit a nudist camp and have a night out with the prettiest black 
woman in the world
... own my own house and car
... bust the teacher’s he^d
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Rastas:
.,. be a successful football star for Arsenal 
... be a cricketer or an electrician
... stick to all my lessons and pass the test to get the job I want 
... be a musician
...be an architect because I am good at drawing, I like drawing
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TABLE. 4c
ASPIRATIONS OF ’ROOTS1 AND 1RASTA1 GROUPS 
SOME DAY I WOULD LIKE TO...
Statement
Category ROOTS (20) RASTAS (22)
Success atid money 5 (25%) 8 (36%)
General desire to ’get on’ 1 (5%) -
Travel: General 2 (10%) -
Travel: W.I. . 1 (5%) 1 (5%)
... America 1 (5%) 1 (5%)
.. Africa - 1 (5%)
Occupation: Doctor - -
... Teacher .1 (5%) ■ -
... Nurse - -
... Scientist - 1 (5%)
... Skilled/semi-skilled 4 (20%) 1 (5%)
... Manual . - . -
... Entertainment > 3 (15%) 1 (5%)
... Football 1 (5%) 3 (14%)
Marriage and family 5 (20%) -
Self-fulfillment 1 (5%) 5 (23%)
Other Professional 1 (5%) 2 (9%)
f
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6.8 SELF-CONCEPT SCORES OF ALL SCHOOL-BASED (»E ' ) GROUPS
. . '»
(a) Piers-Harris children1s self-concept scale
(b) Ziller self-social construct task
(c) Sentence Completion * self * items
TABLE
Group Nos. (a) (b) (c)
mean (S.D.) mean - (S.D.) mean (S.D.)
X (W.I.'Lit) 20 46.1 (8.7) 14.4 (3.2) 4.0 (0.7)
Y (Images) 14 . 45.9 (12.0) 12.5 - ( 2.8) 4.3 ( 0.8)
Z^ (Roots) 20 44.5 (11.3) 14..1 ( 2.9) 4.3 ( 0.8)
Z2 (Rastas) 22 45.6 ( 7.5) 13.3 ( 2.7) 4.2 ( 0.8)
Age 13-15 (3rd and 4th year Comprehensive)
The mean score for the whole group (N = 76) oh the P.H. test 
was 45.6 with an S.D. of 9.6; on the Ziller it was 13.6 with an 
S.D, of 3.3., and on the Sentence Completion items the group score 
was 4.2 with an S.D, of 0.8.
<
373
The group as a whole can be regarded as having self-concept 
scores within the average range on the Piers-Harfis self-concept 
test, with high scores'on the Ziller self-esteem item and average 
on the sentence completion item. There were no apparent differences 
between groups in terms of the teaching styles, that is to say, 
teachers who adopted relationship-based, affective teaching styles 
with emphasis on individual growth and development in terms of 
self-concept and self-image enhancement, did not appear more 
effective in having higher self-concept scores. The lowest scores 
on the Ziller self-esteem item was in the ’ Black Images1 group with 
- a mean ,of 12.5, S.D. 2.8. The teachers who adopted a more 
instrumental, cognitive approach to their teaching had pupils with 
similar self-concept scores to the affective-style teachers. There 
were no apparent sex or age differences in this group.
6.8.2 ATTITUDES TO SCHOOL
Just over half (41, 54%) of children in this group gave reasons which 
we classify.as falling into the Instrumental/Intellectual Category 
(see Chapter 5 for details of analysis): this means that there were 
forty-one individual statements which mentioned some factor connected 
with the intellectual, cognitive, learning aspect of school as 
something they 1 liked most about school1. Children in the West Indian 
dialect group had just over half (11, 55%) whose statement fitted 
this category; the ’Black Images1 group had 10 (71%). The figures 
for the History group were 11 (55%) and 9 (40%) for World Religion.
Thus the group with teachers who adopted a less instrumental
/ ■' ■«
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approach to teaching, in terms of their objectives which emphasised 
growth and personal development of pupils, had pupils who were 
marginally more positive to school, but in interpreting this data 
it should be remembered that boys generally express less positive 
attitudes to school than girls (this was true for all. groups)...and it is 
possible that these slight differences could be due to sex rather 
than teaching styles.
Social and Friendship combined account for the next category 
of * likes*: 36, 47%. Advancement is mentioned by 9 (12%),
Physical by 20 (26%) - 15 of these being in the boys* school and 
all reflecting a concern with games, sport and P.E, Three of the four 
references to ’support from adults’ occur within the dialect group, 
the other coming from the World History class.
ATTITUDES TO TEACHERS
Teachers are seen as being powerful and exercising authority in an 
arbitrary fashion , 48 (63%) of statements deal with the resentment 
which children feel against teachers. There is no real difference 
between groups in terms of attitudes to teachers generally; it is 
purely a matter of emphasis. Some mention attitudes of teachers, 
others specifically mention the power of teachers, but the negative 
feelings expressed are the same. The seven statements which express 
dislike of ’everything’ are all from boys. Two girls and one boy 
dislike ’nothing*. Bullying, being ’picked on* and disruption are 
disliked equally by boys and girls, but receive only 7 mentions by 
children in this group.
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Attitudes to teachers do not appear to be related to Attitudes 
to School in any direct way - children who express positive 
attitudes to school in terms of what school offered by way of 
intellectual stimulation and advancement did not express more 
positive attitudes towards teachers generally.
Further discussion on these and other findings follows in 
Chapter 8.
f
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6,8.3 ASPIRATIONS OF THE SCHOOL lE t GROUP.
The categories which receive the most mentions are Success,
Money and Self-Fulfillment: 34 (44%). These children appear 
to see the future in vague, but rosy terms; they hope to be happy 
and successful, to be rich and self-fulfilled. When they express 
particular aims they are either fairly mundane in terms of skilled 
or semi-skilled work (12: 16%) or very ambitious in terms of 
acting or singing careers (10: 13%). Ten express hope or desire 
for a ■*professional* type career: one girl hopes to be a nurse, one
boy hopes to be a doctor and another (boy) to be a scientist,
*
The other professional includes an Army Officer,, a pilot and an 
Architect,
(
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ATTITUDES TO PARENTS AND FAMILY LIFE OF THE SCHOOL ’E 1 GROUP
AS A WHOLE ;
PARENTS;
Feelings, wishes, desires are concentrated in the Expressive 
category. 12 (14%) of responses identify the giving of Help 
and Support as a function of parental roles. Love and Kindness 
received mention 25 times (33%). 14 responses (18%) mention
Parents as Guardians/Protectors. On the negative side, 
restrictions on freedom got the most mentions; 12 (16%) most 
from girls. Cruelty was mentioned 5 times, being bullied or 
humiliated 4 times, as was a feeling of being rejected or not 
wanted. Often positive and negative feelings about parents went 
together; '... they can be cruel, but it's for your own good'; 
and one statement of opinion would be modified or qualified by 
another.
ABOUT HOME;
This sentence was analysed on the same scale as the WHAT I LIKE 
MOST ABOUT SCHOOL... As would be expected, the Expressive 
categories predominate far more than in the school responses, 
although the Physical and Material needs combined account for 
the next highest number of mentions; 28 (37%).
We now look at some of the responses the School 'E' group made,
(a) TO A CHILD PARENTS ARE... .
■(b) WHAT I LIKE MOST ABOUT HOME...
(a) loving and kind
(b) I know I am wanted and I get looked after
(a) needed, depended on to survive
(b) I've always got somebody to go to, no matter how much trouble I 
get into
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(a) people I can talk to without embarrassment
(b) the atmosphere, the way everyone gets on with each other
(a) adults
(b) to know I get food and have a bed to sleep on
(a) always saying don’t do this, don’t do that
(b) it may not be much but it's home
(a) sometimes too strict but very kind in helping us to grow
health etc. ... shelter, food and warmth
(a) too bossy
(b) I have a lot of freedom
(a) stupid
(b) my friends come round and my mum
(a) a big worry and a protector
(b) is my own television clothes and food
(a) bossy, trying to own your mind, body and soul, people who expect 
too much of you. (Earlier, this same girl had written:
NOW AND AGAIN I REALISE ... that I am very mean to my mother, 
that she really cares for me, she’s just doing what she thinks 
is best for me.)
(b) home is that I can be alone in my room, thinking and dreaming, 
so it’s like I haven’t a care in the world.
(a) cruel
(b) the food
(a) bully
(b) sleep
(a) just a big bully bossing them around and sometimes a kind person 
giving them what they want
(b) I can go where and when I like
(a) great and,helpful
(b) is quite and peaceful, enjoyable
(a) large people who you have to obey. And who tell you not to do 
something. But you find that they do the very thing the next day
(b) doing things like my stamp^collecting, tape recording or crochet 
alone in my room
(a) sometimes nuisances and pest, other times they can be loving 
and caring
(b) is my food and my bedroom, my'clothes and my luxury bathroom
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CURRICULUM ITOVATION
Humble & Ruddi/ck (1972) have identified two types of curriculum 
innovation projects: (a) the grass-roots, teacher-inspired and
'/(b) the officially funded, externally inspired project. The grass­
roots, internal projects are those initiated by an individual 
teacher or small group of teachers, and is not intended to influence 
beyond the small unit or the particular school involved. The ' 
official curriculum innovation projects are those which have external 
(Research or Local Education Authority) backing or support and are 
generally intended to influence policy and practice on a scale 
beyond those schools immediately involved in the project.
Of the four projects reported here, two fall within the 
(a) grassroots category and two.within the (b) official category.
The two which are seen as internal, grassroots curriculum innovation 
projects are the West Indian dialect and the *Black Images* classes. 
The World History and World Religion classes are seen as falling 
into the (b) category of receiving external (to the school) official 
backing and support•
In terms of aims, the grassroots projects are seen as being 
mainly therapeutic, offering to the children the opportunity to 
give status to their dialect by using it in the formal surroundings 
of the school and for purposes usually confined to standard English — 
plays, poems and creative writing. The aims of the more official 
projects are seen as meeting the need for social justice which is 
reflected in the belief that schools should compensate children for
< ,
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the inequalities and injustices which exist in society. In this 
particular case the injustices relate to race, but they may 
equally relate to class or sex, in another context.
The categories are not as neat as this diagram suggests:
1 and 2 overlap at several points, as do (a) and (b). It is the 
degree of emphasis which determines whether a project is seen as 
aimed at therapeutic or social justice outcome: single-teacher, 
single-option, classroom based projects are by their nature more 
’therapeutic* than departmental, integrated projects.
FIGURE 1 STYLES OF CURRICULUM INNOVATION
THEORIES 
Progre s s ive/Libe ral
(1) Promoting 
therapeutic aims,
growth, self- ___
realisation
Educational/Psychological
theories
I '
ORIGINS OF CURRICULUM 
INNOVATION
(a) grassroots/internal, 
teachers
(2) Promoting 
•social justice* aims 
•Real’, ’relevant* 
curricula. (Multi-
West Indian 
dialect 
Black Images
(b) Official/external LEA’s raclal Education) 
School Council, Religious 
and other interest groups
World -Religion 
World History
(1) Therapeutic aims emphasise growth, self-realisation.and 
personal development through the education process: Dewy (1915 ), 
A.S.Neil (1962)* Susan Isaacs (1946) are educationists who best 
articulated this view; currently Rogers as a psychologist and 
Coopersmith as social scientist; the Plowden Report (1967) in 
its statements on the aims of schooling represents the triumph 
of this approach. ■
(2) Social Justice aims - La^on (1977)» Barnes (1975)> Milner (1975)t 
Schools Council Humanities Project, Race Relations Unit;
Stenhouse (1975)? Schools Council/NFER, Education for a Multi-racial 
Society, 1976.
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THE SCHOOL-BASED PROJECTS - TYPES OF CURRICULUM IMOVATIOF 
The development of the two ’grassroots* projects happened as a 
result of the individual initiative of the two teachers involved: 
in the. West Indian dialect class the teacher had been sent on an 
exchange visit to Jamaica where she had learnt the local dialect 
and had become involved in its use as a method of teaching in 
schools. On her return to England she decided to offer an option 
on the use of West Indian dialect for creative writing. The other 
project was the result of a wider study of •Images* of various kinds 
run by the Modem Languages Department in the school. The unit on 
Black Images emerged from’the study of racial images, and self- 
image which formed part. of the original course. The black children 
became engrossed in this aspect of ’race and self-image’ and 
virtually created the new course, ’Black Images’.
The World History and World Religion courses are not seen as 
’grassroots’ in the same way as are the two earlier courses. These 
two projects reflect a much wider base of concern and backing and 
their objectives are more in line with external agencies, L.E.A. 
policy, religious bodies, School Councils and the W.F.E.R., which 
is that education for a multi-cultural society should reflect 
something of the history and religions of the various cultural 
and racial groups which now make up British society. The Inner 
London Education Authority has stated its commitment to the develop­
ment of curricula and other resources which are seen as fulfilling 
this aim, for example, the Afro-Caribbean Educational Resource 
Project; World History Syllabus reflect this type of concern.
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Jenkins (1972) borrowing the term from Parks (1928), has 
suggested "that the curriculum innovation can he the position of 
a *marginal’ m a n - ’looking backward to the grassroots ideology 
that produced them ••• and forward through their perceived careers 
and expectations’. Clearly, where the process of innovation has 
been institutionalised in an external agency or (having been 
developed by the teachers) have the support of external agencies, 
the degree of *marginality* may be reduced. In the two grassroots
projects this external support was lacking; internal support,
’ . • ' . ■' * { 
though present to begin with, was withdrawn, though in one case
change of Head and in another the Head and senior staff were seen
as reacting to outside pressure to drop from the curricula anything
that was not clearly •academic ’• The support of the Head is crucial
if internal •grassroots* innovation is to develop successfully. The
effect of the withdrawal of.support was a certain end to the projects.
The World.History and World Religion classes seen as curriculum 
innovation has a wider base of support, both internally from the 
Head and senior staff, and externally from the L.E.A. and other 
agencies who have, an interest in seeing the development of this 
type of curriculum; for example, the Community for Racial Equality, 
Rational Association for Multi-racial Education and the Rational 
Foundation for Educational Research; various religious and cultural 
groups, also welcome the multi-cultural R.E. programme. In addition, 
because the projects were backed externally and had the resources 
(Dickinson 1975) P°ints to the importance of more than adequate 
resources for the success of innovatory programmes, they were able
389
The reasons for the failure of the two grassroots internal projects 
appear to he related to:
1 absence of external support
2 lack of organisational internal support
3 dependence on one or two staff
4 lack of resources
5 isolation of the project - options opened to one year group 
only and also virtually one racial group,
6 staff changes - depeltion of resources.
The success of the.other two groups could he attributed to:
1 external support
2 internal organisational support (especially of the Head)
3 integration of the courses: taught to all the year groups and 
racial groups, Neither course was an ’option1; both were part 
of the History and R.E, course taught throughout the school,
4 continuity of staff
5 adequate resources, both inside the school and from external 
Resource and Teachers1 Centres.
In discussing ’Professionality and Innovation1, Hoyle (1972) 
suggested-'that there may be two types of teachers who go in for 
’innovation1; these he termed ’restricted and extended1 professionals. 
He described.restricted-professionality as being confined mainly 
to the classroom, child- or subject-centred, deriving satisfaction 
mainly from relationships with children and depending for assessment 
of performance on personal observation of pupils’ progress. Extended 
professionality incorporates all the aspects of restricted
390
professionality Taut it operates in a wider theoretical and practical
context, including reliance on research literature and collaboration
of professional colleagues; this approach tends to favour specified
objectives and evaluation of work in terms of these•
Hoyle cautioned against the use of these terms for classifying'
teachers neatly into categories. But for research purposes these
categories are useful, especially in helping to clarify issues
involved in the success or failure of small-scale innovatory projects.
If we saw the therapeutic classes as reflecting the ’restricted
professional’ approach to innovation, their failure to become
institutionalised becomes clearer; so also does the success of the
History and R.E. projects, in which the teachers adopted an ’extended
professional’ approach. In this context, the success or failure of
the projects can be explained in terms of.the strategy of the
innovators. However, there are other aspects of the problem: the
teachers have agreed that, they were unable to widen the internal or
external base of support because of indifference on the part of
their colleagues and because external agencies had other priorities.
We might turn to W.Reid for the final comment on why innovation (of
any kind) works in some schools and not in others:
’The innovative school might be the one which has 
appropriate structures for allowing political accommodation 
to take place between clients and employees, for developing 
concensus on goals, for permitting adjustments to 
outside, pressures, and for enabling change to be implemented 
without undermining the. values of those concerned.
W.Reid, 1975
This seems to describe the ethos of the school where the successful 
projects took £lace. • *
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COMMENTS ON CURRICULUM INNOVATION AS (a) THERAPY (b) SOCIAL JUSTICE
Martin Shipman (1971 ) suggested that many innovatory programmes 
were creating ’Curriculum for Inequality* in that the search for 
’relevance* in the education of the ’average and helow average’ 
child* He wrote that the new curricula ’are often lacking in 
real academic discipline • •• they could separate the education of 
the Newsom' child from that of the future elite as effectively 
as when these groups were educated in different school systems’*
This problem of ’relevance’ is of particular importance in the 
development of curriculum which is meant to be ’relevant * to the 
needs of (l) minority group children and (2) education for a multi­
racial society. The teachers who develop them and the external 
agencies who back their introduction hope that curricula of this 
kind will reduce alienation of minority group children,, encourage 
the development of tolerant attitudes in majority group children and 
generally lead to the development of a more equal, socially just 
society which the school.has helped to create* Three years ago 
D.Law'tXon (1975) argued that the existence of the common school must 
give rise to the need for a ’common curricula’ which gives an equal 
basis to all forms of knowledge*. Lawson believes that the forms 
of knowledge can be ’manipulated in the service of the common 
secondary school* towards the achievement of social justice. More 
recently (1977) Lawton has carried the case for the curriculum as 
social justice further and argues that a measure of social justice 
can.be achieved through curriculum reform. Law/on sees the
curriculum as performing a vital function: focussed not on
attainment "but on development and giving to children an equal
chance for a 'real education'• The trouble is that there is as
much difficulty in defining to everyone's satisfaction a 'real
education' as a 'relevant education* a real or relevant education
for West Indian children may be seen by some as including the use
of dialect with confidence; others, including most parents and
children, may see a 'real education* as having good qualifications
thus providing access to 'good jobs*. Yet these aims may not be
central to the aims of the curriculum innovators and may even be in
conflict with the objective of the projects. In this sense the
question which Silver raised in connection with the loci of power
in decision-making on curriculum innovation, are very apt:
'Who decides what should be "common0 in school curricula, 
and how do profound challenges to the status quo - 
including a curricula one - gain credence?*
Silver, 1976
The question of knowledge leads directly to a consideration of
Young's (19ft) critique which holds that the curriculum is socially
organised knowledge. When teachers, through the curriculum, extend
the knowledge-base of classroom teaching, they do this within a
clearly defined framework and acceptance of what constitutes
knowledge. Working within this con^bnsus, they adapt the curriculum
to include 'knowledge'. about other cultures, religions etc.
This process can be seen as the legitimisation of these cultures, .
religions, dialects' etc. which may then be accorded certain status
and acceptability within the school. All innovation is problematic 
f  , ■
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for the teachers, the school organisation and the pupils. What 
I have tried to do is document the background to these four small 
innovative projects and to clarify some of the issues involved. .
Large-scale innovatory programmes react to wide-scale pressure 
from various interest groups: teachers* unions, Local Authority 
management and administration, the Department of Education and 
Science, politicians: note the current controversy over the report 
of Schools Council/lT.F.E.R. Working Party on Education for a Multi­
racial Society, and the fate of the Humanities Project -Race 
Relations Unit (Stenhouse, 1975)* The debate over the proposal 
(Department of Education and Science, 1977) for a *core curriculum* 
continues with no apparent hope of resolution. In the matter of 
small-scale school-based innovation the pressures are of a different 
kind, the debate is less public, confined mainly to the educational 
press and professional journals (Times Educational Supplement, 24*3*78).
However, the pressures are not simply related to the nature of 
the school organisation, resources, support etc. but also to the 
wider community in which the school functions — parents, local 
pressure groups and so on. Sieber (1968) in analysing the reactions 
of schools to change, identified four critical features:
1 vulnerability to the social environment
2 values of personnel .
3 diffusiveness of goals
4 the need to co-ordinate and control the clients (pupils) 
and employees (teachers) of the system.
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These features apply with particular force to small-scale innovatory 
projects related to ethnic minority students: schools in London are 
becoming more vulnerable to a social environment which includes 
an increase in racial tensions, growth of Fascism and other extreme 
political groups, unemployment and general decay in urban areas 
and increasing bitterness and disenchantment with.the school in the 
West Indian community and scepticism about anything which happens 
in schools - including attempts at developing •relevant* curricula* 
These developments also affect the values of personnel, who are, 
as citizens and members of society as well as teachers, part of that 
overall-social structure and are affected in both their private and 
work lives by these developments* Diffusiveness of goals relates 
to the more technical aspects of the innovation; ease of co-ordination 
and control will help to ensure the acceptability and ultimate 
success of the projects*
f
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• 10 S IT M M A R Y  :
We have now examined the school—based groups, and we have seen . 
what picture emerged for each individual group on a variety of 
measures concerned with self-concept test, self-esteem, self/social 
task item and a projective Sentence completion item dealing with 
’self1; attitudes to school, aspiration, attitudes to parents and 
family life emerging from the projective sentence completion items 
were also described. Using the norms given on the Piers-Harris 
self-concept scale, the group emerged as average on this scale, 
group mean 45 *9» S.D. 9*4» Piers-Harris mean for this age group 
(13-15) is given in their manual as 55*97, S.D. 11*5* (80 item test).
On the Ziller self/social item task the group had a mean score 
of 13*6, S.D. 2*9* As the total possible score was 18, being the 
sum of the three items, we have to take that as a high score for 
self-esteem. On the projective sentence completion items, the group 
was again within the average range with a mean of 4*2, S.D. 0.8 on 
a scale of 2-6 (2 = high; 6 = low) self-concept/self-esteem. 
Extensive, examples were provided to illustrate the way children in 
this group responded in their own words to stems dealing with 
important issues.
It can be seen from the data provided that children in this 
enrichment group emerged as average-high across a range of items 
and test of self-concept, self-esteem and other self attitudes. 
Although the mean group score is low-average according to the norms 
provided by Piers-Harris, it is important to remember that Piers-
Harris warned against *social desirability* response in his test
< . .
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■where children were identified by names and other socio-economic 
status data gathered from school files. These children had an 
absolute guarantee of confidentiality and they responded freely 
and openly to the test items, I also think that Wylie’s (1976) 
caution should be noted in interpreting the overall scores of the 
Piers-Harris scale - she warned that format of the test could 
lead to low scores.
In examining the process of adaptation which some schools undergo 
in coming to terms with numbers of West Indian pupils, we looked 
briefly at the problems of school—based curriculum innovation 
projects and at some of the reasons why two of the projects studied 
in this research failed and have come to an end, whilst two are 
successful and continue to flourish. Amongst the reasons discussed 
were teaching styles, the organisation of school and whether or not 
the .projects had external support •
Comparison with other groups and further discussions of the 
results follow in Chapter 8,
(
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CHAPTER SEVEN 
I NT,R 0 D U C T I O F
In this section we examine the West Indian Community’s response 
to the experiences of their children in British schools. We begin 
with a look at the idea of supplementary school, a Supplementary 
Education Project undertaken by Community workers and teachers in 
Lewisham is reported and discussed, and then follow short 
descriptions of each of the seven projects which are included in 
this research. The research findings for these groups are supplied 
and the chapter concludes with summary, and discussion.
Community involvement in education is a contentious issue - the 
response of the various teachers* unions to the Taylor Report on 
School Government and Management shows that teachers generally do 
not welcome such involvement, or welcome it simply on their own 
terms. Although it is difficult to make a valid distinction between 
Community participation and parental involvement in schooling and 
formal' education generally, many teachers in fact profess to believe 
in ’parental participation* who may not support the idea of 
community involvement, even though it is clear that parents are 
part of ’the community*. It' Is interesting that this general 
suspicion-by teachers of community involvement in education is not 
generally extended to ’immigrant’ people living in Britain. Just 
recently (Times Educational Supplement, 1978) there was a report 
that the Australian Teachers’ Union banned their teachers from 
teaching in Saturday schools for immigrant children, the reason 
given being that this type of ’education* is inferior and that the 
education authorities should provide proper language facilities 
(the Australian Saturday Schools provide mainly language tuition)
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for the children of newcomers to Australia* As far as I know, 
the Teachers* Unions in Britain have made no pronouncement on this 
issue, so it is not possible to know what their view is or if they 
have any views at all* However, all the Official Saturday 
(supplementary) schools I visited had some connections with local 
schools and accepted ’referrals* from these schools.
It is not surprising that West Indian community groups have 
evolved or developed around education issues - education is of 
great importance to Caribbean people, who view it as a means of 
social mobility for their children: ’West Indian parents expect
the schools to turn out children with great achievements* (Aston 
Gibson, of West Indian Concern, 197T)• He also argues that West 
Indian parents do not share the low aspiration and ’realistic goals’ 
for their children of the indigenous working-class* Many West Indian 
parents give amongst their reasons for immigrating the desire for 
better education for their children (Coard, 1970* However, in 
Britain they are faced with an educational system through which they 
cannot, as working-class people, fulfill their ambitions for their 
children. They have to adapt to these conditions, which include a 
hierarchical schools system (Shipman, 196b) which operates to 
exclude parents generally from decision making and other processes 
within. The effects of this structure are felt particularly by . 
working-class parents. The National Children’s Bureau Study (1977) 
and Finlayson (1971) suggest that schools should ’take some blame’ 
in explaining the apparent indifference of many working-class 
parents, and resulting poor home-school contact. In Liverpool the
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E.P.E. Project workers ’developed, a growing feeling that all
parents are interested in their children’s welfare and progress
hut that schools must take positive action to break down the harrier'
.which undoubtedly exists between schools and parents, especially in
working-class areas’ (Midwinter, 1973)*
In terms of regarding the supplementary schools as part of the
process of adaption of the West Indian community to a hierarchical
school structure, it is interesting to note the contribution of
Austin and Garrison (1978) to this discussion. In a recent article
in the Times Educational Supplement they offered the analysis that
the West Indian community is responding to educational failure,
high unemployment and both local and central government indifference
to the plight of urban black youth* They write:
’The community has responded by starting its own 
supplementary schools, to provide the skills it considers 
lacking in formal educational institutions. These 
supplementary schools have developed professionalism and 
expertise. Initially, they were manned by interested 
parents. Eventually black teachers and other professionals 
in education took over their running, and related what was 
being taught to that taught in the conventional schools.
They also expanded the basic curricula to include African 
and Caribbean history, creative writing and black 
literature.’
Austin and Garrison, 1978 
Afro-Caribbean Education Resource
That same issue of the Times Educational Supplement carried a two-
page spread on the development of supplementary schools in the
West Indian community and asked the question - how should teachers
respond? The Report was entitled: ’Can black self-help succeed
where school and other social agencies'have failed?’ An earlier
report in The Guardian (20.2*78) entitled ’Old-fashioned learning 
i <
by rote pays off’ was the first report to draw attention to the .
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development of these Saturday schools by working-class West Indian 
parents because of increasing dissatisfaction with the school system* 
It provided the first serious acknowledgement of fthe challenge* of 
the supplementary schools , Appendix IV. In developing these 
Saturday schools the West Indian community is refusing to accept 
that significant numbers of their children are intellectually inferior 
and ineducable. As working-class parents they are engaged in a 
challenge to the established school system, which says in effect that 
working-class people cannot play an effective part in their children’s 
schooling*
If is clear from their comments that Austin and Garrison, quoted 
earlier, welcome the development of ’professionalism and expertise'*' 
which teachers and others involved in education bring to the projects* 
They should be more cautious; the development of professionalism and 
•expertise* is not without its drawbacks which mainly centre on the 
stifling of the essentially voluntary effort which gave birth to. 
the project in the first place* Professionalism also involves, 
inevitably, the mystification of knowledge and the exclusion of the 
’amateur* in favour of the ’expert’ (.113ich, 1977)* Traditionally, 
teachers in the State system have come from the lower-middle and 
upper-working class (Tropp, 1957)* Hargreaves (1978) has lamented 
recent developments in teacher training which have made the main 
concern of teacher-trainers the achievement of an all-graduate 
profession with what Hargreavescalls ’an appropriate professional 
mystique’. He argues that once school teaching is opened only to . 
graduates, it will become an- exclusive middle-class profession, and 
he says that middle-class teachers lack the resources to do anything
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other than *cope * with difficult, bored and alienated working-
class people in schools'. He believes that:
*... unless we are prepared to de-mystify teacher training 
and teaching, and allow truly working-class adults into our 
schools as part-time teachers, we are unlikely to get the 
kind of debate and reform which is necessary.*
D .Hargreaves,1978
The development of Saturday schools within the West Indian community 
mirrors in many respects the Socialist Sunday School Movement of 
the late 19th and early 20th centuries, which offered to working- 
class children the means to foster a self-image, based, not on 
therapy or charity, but on hard work, disciplined study, and the 
will to succeed. (Reid, 1985)* Just as the Socialist Sunday schools 
were mainly organised and run by working class people for working- 
class children, so also in the West Indian Saturday schools we 
find ordinary working-class people who, as part-time teachers, are 
'demystifying * the teaching and learning process as part of the 
response to a social structure and its institutions which discriminates 
against them and their children. Developments among English parents , 
include the parents' group which runs 'Education Otherwise* With a 
membership of over 100 parents (WHERE 136, 1978), 25 of them 
'actively engaged in teaching their children at home*. Education 
Otherwise and Saturday Schools represent part of the growing 
dissatisfaction of parents with what is being offered by the school 
system, a willingness to improve on it and a belief that they them­
selves have the capacity and the ability to effect this improvement.
The implications of Official (funded) or Self-Help (voluntary) 
f
status will be discussed later in connection with organisation and 
management of the various groups. Undoubtedly the legitimisation of
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the Saturday Schools through funding and control by central and 
local government carries with it the possibility that they will 
lose their parental and grassroots involvement through becoming more 
professional and thus more hierarchical in their approach.
Many strategies can be employed in attempts to enhance or 
improve self-concept and self-image j to encourage more positive 
attitudes to school and to increase attainment in school children.
In the main, schools have concentrated on •relationships* and on 
the •soft-option* (Ormell, 1976) approach. Without exception, 
people working in the community groups stress the importance of 
hard work, high aspirations, willingness to sacrifice and belief 
in one*s ability to succeed as the only possible way forward for 
most West Indian children in Britain.
f
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■EDUCATION,. DEPRIVATION AM) COMMUNITY DEVELOPMENT
*... More recently "the relevance of traditional education 
has been challenged in a more fundamental way by educationists 
associated with Education Priority Areas. Dr Midwinter 
argues for a philosophy of ’relevance* ... although not ' 
necessarily with a view to convince but with the hope of 
raising the issue for discussion and appraisal ... This 
relevance is partly a matter for basing school curriculum on 
a neighbourhood and its culture... It is also concerned with 
political awareness embodied in the notion of ‘constructive 
discontent* ... These positions share important qualities 
with strategies of community development...
Kath Jackson and Bob Ashcroft (1972).
In presenting the Community Projects it is necessary to distinguish 
between the ideological and philosophical basis- of the Community 
’Official* and Self-Help projects and their place in the overall 
structure of community development and social/political Action 
Strategies currently practised in Britain. In general, Community 
Development is regarded as a means of organising people to take 
part in issues which affect their lives and to effect change. (Cramer 
and Specht, 1975; Rothman, 1968; Taylor, 1974)* Redevelopment 
programmes, housing, planning issues and, of course, Education form 
a part of the concerns of community workers organising people for 
change and improvement in their environment. An example which 
readily comes to mind is the Liverpool E.P.A. Project run by Eric 
Midwinter (1973) which used Community Development strategies to 
organise the local people around educational issues. In Britain 
there has been a tendency to see community work almost purely in 
terms of organising poor people around issues concerned with poverty 
and bad housing and general ’deprivation* mainly because, as Harry 
Specht (l974)^points out, this approach has secured official
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(financial) support and backing and also because community workers
themselves are more interested in working with the ♦disadvantaged*
at a local level* Specht, Professor of Social and Community Work
at the University of California (Pulbright Scholar and National
Institute of Social Work, London, 1973-4) warned the Association
of Community Workers in London that:
♦successful programmatic intervention, whether it is 
with conventional social services or with new experimental 
innovative programmes, will require the financial and 
political support of Central Government; therefore 
community workers and community groups must cultivate 
their bonds and organisational ties beyond the small 
local community* *
Specht also argued that since the majority of disadvantaged
children and people lived amongst the advantaged and did not live
in areas defined as *disadvantaged* (Barnes, 1974)» community
organisation must involve organising people other than those
defined- as poor* The model of Community Development I found
amongst the *officially* sponsored projects was that which Specht
had recommended for the future development of community work in
having the political support of both central and local government,
but in terms of its organisational base, i*e* the people whom the
projects.were organising and leading, they tended without
exception to be local in the specific sense of organising amongst
the-local West Indian Community* Specht had also warned that:
•support for social change must involve a broad cross- 
section of the body politic and not just the poor* Like, 
it or not, one of the things we can learn from the history 
of social change movements is that they require the 
involvement of a wide range of actors including intellectuals, 
middle-class supporters, people with money, large numbers 
of peopl^, and so forth.*
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Only one of the community official projects I visited could call 
on a support base such as that which Specht believes should form ,
the basis for success in community development projects. Although 
we may use the general framework of community development to 
discuss these projects, it is clear that their aims and objectives 
limit them to organising not simply amongst the poor, but amongst 
a section of the poor — the black poor - which means that if, as 
Specht argues, community development programmes must seek a support 
base in the wider community in order to be successful, these 
projects must be in a particularly hazardous position. The one 
project which did have some degree of ’wider* community support in 
that its Pensioner Club was ’multi-racial* and its.Advisory Service, 
having obtained a reputation for being ’good’, drew customers from 
all the local community, had workers who seemed convinced that 
their project as a whole did need the support of the local 
community.
In discussing the organisational aspects of the projects we have 
to make a distinction between the projects as a whole and the 
Supplementary Schools which.they ran and which were largely 
independent from the main project. Although clearly, in being 
part of a Community.Development project, these Saturday/supplementary 
Schools were part of the community development strategy of the 
projects as a whole. It is interesting to note in this connection 
that there have been and are battles between Local Authorities 
and West Indian Community Groups over the running, staffing and 
recruiting of ^ children to Saturday schools, focussing on the use 
of Section XI money. (Section XI of 1966 Local Authorities Act
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authorises local authorities to spend money on the provision of 
’extra facilities* in areas of high immigrant population*) It 
is under this Section that local authorities fund the establish*- 
ment, staffing and supply resources to Supplementary Schools* The 
West Indian community groups argue that the money is intended for 
’immigrant* education and that therefore Saturday schools should 
have exclusively or mainly West Indian children. The local 
authorities argue that the money is intended for 'the community’ 
and that Saturday Schools should be opened to all comers* The West 
Indian community groups counter that this would completely change 
the nature of the schools, which exist solely to supplement the 
poor schooling which their children get in schools, and to improve 
their basic skills. They argue that local authorities should set 
up other projects for other deprived people in the community and 
not ’adapt* the West Indian Supplementary schools to meet these 
needs*
In seeking financial and other support from local authorities 
and Central Government, the official projects may be ensuring the 
supply of money, staff and resources,. the use of (school) buildings 
which are clean and heated cannot be despised — but by the same 
token they become caught up in conflicts over the use of these 
resources and the control of the project which engages them in 
continual struggles and arguments which must deplete their own 
(inner) resources* I watched this process over a year as one of 
the original projects became embroiled in a protracted argument with 
the local authority over the use of Section XI money. Numerous 
meetings were held, legal advice was sought, the local authority
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■being in any case better equipped and having more •staying power1 
continued simply to put the case that the use of Section XI money 
was for the •community’: in the end the West Indian community group 
withdrew completely from the running of the Saturday school and its 
control was taken over hy the Community Education Officer of the 
local authority and the Saturday school became a Saturday activity 
project for .all children in the -local area^ In an interview with 
me, the Community Education Officer explained that it was a nonsense 
to have a Saturday school for ’immigrants’ which catered solely 
for West Indians since the nature of population change in the area 
meant that the largest immigrant group was now Asian -and so the 
best way round a thorny problem was to exercise no control of member­
ship based on racial grounds but to open the school to those who 
needed it. What happened once that policy was adopted was that the 
school reflected the racial distribution in the local community by 
becoming 70+ English. This had been the argument of the West Indian 
community group all along - they believed that as all the children 
in the. area were ’deprived’ and had nothing much to do on Saturdays 
anyway, opening the Saturday school up to all comers would mean that 
the West Indian children would soon be in a minority and this would 
so change the nature of the school, since they believed that it 
would become an activity-based rather than a learning or education- 
based project. This is in fact what has happened. Although it is 
also true that another Saturday school which I visited in this local 
authority which was multi-racial, having about 5$ English children , 
and one English teacher, did in fact function as a Saturday school —
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clearly based on giving the children academic rather than social 
experiences•
It can he seen from this brief outline that the Community 
Official projects, although functioning within the main stream 
Community Development ideology and philosophy in having the financial 
support of local and central government, lack- a wider base of 
community support and because of the nature of their concern can 
themselves become engaged in constant frictions with their own 
sponsors, generally to the detriment of the projects - and sometimes 
.when no effective compromise can be reached the project ceases to 
function altogether or takes on a different form. . The story of 
how these conflicts developed between community workers and their 
sponsors because of differences in ideology, philosophy and 
loyalties has been well documented in the reports of the Community . 
Development Projects Information Unit (1974—7
(
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THE IDEA. OF SUPPLEMENTARY EDU CATION/sCHOOLING
A recent article in the Times Educational Supplement (December 
1977) described how the Japanese manage to obtain top scores in 
a seven nation test of attainment devised by the BBC* The writer 
commented that Japanese children frequently started the day with 
private coaching sessions before school and quite often these 
classes went on after school in the evenings as well* These 
coaching sessions are supplementary to the regular schooling which 
children receive. In England supplementary education exists in 
. three main areas:
1. PRIVATE COACHING: Along the Japanese style mainly for 
entrance examinations to public schools, but also private lessons 
for children who are not doing too well at school* This area of 
activity is solidly middle and upper class.
2. RELIGIOUS.SCHOOLS: Providing instruction in the religion of
a particular religious (and/or racial) group* Sunday Schools, 
Jewish Sunday (and evening) schools, Muslim and Hindu, schools.
3* LANGUAGE SCHOOLS which offer children of minority (language) 
groups lessons in their ’mother tongue * language. These groups 
include mainly Europeans - Italians, Poles, Cypriots and Spanish; 
and Asian - Bengali, Hindi and Urdu speakers.
.4- WEST INDIAN SUPPLEMENTARY SCHOOLS: These schools are neither
of the first or second variety although they more nearly resemble 
the coaching type of institution than the religious. These schools 
are present in one way or another in all the urban areas where . 
West Indians £ave come to settle in this country.
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The.idea of Supplementary Education seems then to be a fairly 
well accepted one. Indeed it is rather interesting to have to 
regard Sunday schools now as ’supplementary schools * considering 
that they predated state schools and for a long time provided the 
only real schooling, which working-class children received 
(H. Burgess, 1958)* However, the.idea of supplementary education 
seems to he accepted now where the state fails to provide or cannot 
provide some particular educational need for a defined group of 
children or where (as happens mainly in coaching groups) some people 
have opted, out of the state educational system, and ’buy in’ other 
forms of schooling, including a supplement to the regular schooling 
through the uses of coaching and other forms of supplementary 
education.
In the West Indies it is quite usual for children to.attend 
classes for ’extra lessons’ before and after school and at weekends.
The idea of'supplementing.regular schooling by buying in extra 
tuition is well established. I can remember leaving home at 7 a.m. 
to get to ’lessons* by 7*30. We had one hour of lessons then went 
off to school at 8.30 a.m. for 9 o’clock. There were several teachers 
who probably worked as many 'hours at these lessons as they did at 
their regular work. This anecdotal phase is meant simply to illustrate 
the place of this kind-of supplementary schooling in the West Indies. 
Most ambitious parents take it for granted that they have to spend 
extra money if they want their children to succeed educationally.
In my childhood and youth there was keen competition for limited, 
places in secondary education and this was reflected in the pressures
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on children which included many extra hours of schooling. This is 
still the current situation in the former British Caribbean. On a 
recent visit to Jamaica I found children of 3 and 4 sitting quite 
still with pencil and chalk being taught to read and write by Jback 
yard* teachers (barely literate themselves, I was told) and parents 
paid by the hour for this privilege. These people lived in extreme 
poverty and the few pence they spent on these classes represented a 
good percentage of their income - yet so convinced were they that 
this was the way for their children to succeed, that they paid up 
willingly and at some *back yard* schools there were waiting lists.
Given this type of background, it is therefore not surprising to 
find that supplementary education for West Indians living in London' 
should take’the form of Saturday schools which undertake -firstly to 
teach children basic academic skills and secondly to form cultural 
or social groups. Below is the time table of a supplementary school.
FIGURE 2
4 - 6 pm 6 - 7•30 pm 8 - 9*30 pm
MONDAY ' Home-work
sessions
English
Art
Human Biology 
Art
General English
TUESDAY. Home-work - 
sessions
English 
Sociology 
General English
Black Literature 
Creative Writing. 
Sociology
WEDNESDAY Home-work
sessions
Maths French
Maths
Sociology
THURSDAY Hpmd-work
sessions
< English 
Literature
English Literature 
General English 
Economics
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FIGURE 2 continued
4 - 6 pm 6 - 7*30 pm 8 - 9«30 pm
FRIDAY Home-work 
sessions
Dance/Drama ’ Dance/Drama 
. German
SATURDAY Reading Unit (10.30 am - 1.00 pm)
General Education (2.00 pm - 4*00 pm)
This school functioned virtually as an alternative to the regular 
school and the teacher in charge told me that they acted on the 
"basis that children learned nothing in school, so it was their 
duty to provide some kind of education.
■ On reading the accounts of Socialist Sunday Schools in Britain
given by Reid (1965.) one is struck by the similarity between that
movement and the Saturday School movement amongst West Indians living
in urban areas of Britain today. There is the same belief in ‘destiny*,
in the. need to fight oppression - both racial and class - in the ■
value of!education as a means of achieving a just and equal society*
But whereas the working classes in Britain are a majority of the
population, the West Indian population in Britain is minute. After
the Second World War, the Socialist Sunday. Schools died out and Reid
reported that in 1965 there were just about one dozen registered in
Scotland. Once the Labour Movement had succeeded in becoming an
established political force in the land and socialist principles -
became accepted as legitimate, there was no real need for Socialist 
f
Sunday Schools and when a Labour Government was elected and the Welfare
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State was introduced, it must have seemed to many that Socialist 
ideals had totally succeeded and that the equal and just society 
was round the corner. We know that, it was not and that sections 
of the working class remain poor and educationally and socially 
disadvantaged, relative to other groups in society.
The process whereby the Socialist Sunday Schools ceased to he 
needed Can never of course he reflected in the West Indian 
Saturday schools. But there will he other processes and these will 
need to he identified and documented as they develop. At the 
present time the official response has been generally to treat 
Saturday schools as a necessary evil. Sums of money are made :
available under various schemes, Urban Aid and money under Section 
XI of 1966 Local Government Acts being the most usual forms of 
subsidy to these community projects. The Government has made 
available funds to provide additional resources for ’language* 
teaching for .children in schools where there are substantial numbers 
of immigrant children. It is interesting that L.E.A. have use.d this 
money to fund Saturday schools which teach basic skills. They do
this applying the widest possible definition to the concept of 
language:
*By ’’language” is understood the. ability to communicate freely 
and accurately over a wide range of experience and encounters.
. Any activity from directly developing specific linguistic/ 
literary skills to increasing self-confidence would be 
appropriate,. Saturday school, with its emphasis on close 
adult contact and wide experience, is able to make an 
appreciable contribution to discrete language development 
and motivation•*
Confidential memo, June 1977
f
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Saturday schools are tolerable so long as they appear to be 
fulfilling a specific need, i.e. building language skills and a 
form of control can also be exercised over what happens in these 
schools. Many people, however, are not sympathetic to these 
schools; they can understand and accept that Jewish and Muslim 
children need supplementary (religious and language) education but 
they fail to see why West Indian children should need Saturday 
schools. This was a question I put to all teachers, community 
workers, parents and children I met and spoke with in the course 
of this research. Black teachers, community workers, parents and 
children were unanimous in their reactions - Saturday schools were 
necessary because schools were short-changing the kids; one was told 
of illiterate and innumerate children who were not getting any 
attention at all in school, and certainly not the individual 
intensive attention they needed. There is real bitterness in the 
West Indian community at the way the school system is seen as 
treating black children. Another illustration often used is the 
large numbers of black children in schools for the educationally 
subnormal and the overwhelming concentration of blacks in the remedial 
and lower streams of comprehensive schools• It is true, to say that 
the West Indian community generally regards the school system as 
reinforcing and sanctioning the racist views which exist in society 
at large and which regard people of African descent as basically 
inferior to people of European descent.
The official reaction to the problems which West Indian children 
present in terms of attainment are viewed on the one hand as a 
reflection of cultural and educational disadvantage (Plowden Report,
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196:7) which include the effects.of immigration, unstable family
relationships and. a ’value system* based, on immediate gratification.
These theories and ideas have already been reviewed in Chapter 3*
In general, West Indian parents and their adolescent children have
very little faith in the British school system as a whole. In looking
at the role which formal education has played in relation to working-
class people generally in Britain, this would seem to be a sensible .
and realistic response to the total situation. In discussing the
theories of Boudon, we saw that a view of formal schooling is in
relation to the social structure which suggests that, whatever
happens, working-class people as a group cannot win. What is
happening currently in Britain and America simply reinforces this
and means that it will be even more difficult for individuals to
break through class and race barriers. In a recent article in The
Economist (24*12.77)» Lester Thorow, the American economist, showed
how monetary and fiscal policies to counter labour shortages and
cost among white males - for whom the unemployment rate is about half
the 7% national average — resulted in unemployment rates of 11% for
adult blacks, .15% for white youths and nearly 40% for black youths.
Commenting on this, Peter Jenkins (5*1.78) wrote:
*It is the same sort of story in Britain. The young and the 
old, the black and the brown, the least skilled and the . 
already poor and inadequate suffer the worst scourges of 
monetarist orthodoxy applied in the vain hope of avoiding 
bottlenecks of skilled workers or reducing the wage claims of 
those who are strong or in short supply.*
Without wanting to become embroiled in economic arguments or debates '
which are not central to the main issue, it is important to note that’
the reasons why1"*immigrants* are here in the first place are economic.
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Black people came at a time of economic expansion in the late 
fifties and early sixties* - They came to do the jobs the natives 
didnH want. And now in the seventies we are faced with a different 
economic situation and unemployment as an instrument of policy by 
both Labour and Conservative governments (Jenkins, 1978).
f
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THE SATURDAY SCHOOL MOVEMENT
7*4.1 OFFICIAL OR SELF-HELP STATUS -• THE PROBLEMS.
The issue of statutory or voluntary status in community work is 
part of an on-going discussion on the role of social work generally 
in contemporary British society. Margaret Norris (1977) has developed 
a four cell model for identifying styles of community work.
FIGURE 1 (Norris, 1977 )
Techniques
Directive Non-directive
Theories
Conflict (a) Community 
Action
Social
Action
(b) Community Development 
(Conflict Style)
Consensus (c) Community 
Organisation 
Traditional 
Social 
Welfare
(d) Community Development 
(Consensus style)
In this context, Community Organisation (Cell c), is defined as/working 
mainly within the existing system of institutions and established 
organisations and power relations1 (Bloomberg, 1966), ' 'A Community Action 
approach (Cell a) is defined as being fin opposition to the norms, or 
at least some of the norms, held by society as a whole* (Norris, 1977), 
Cell b or d represent the Cdmmihtity Development approach but the 
relative weight^given to predominant norms in society will differ 
according to leadership styles, (d) stressing consensus and (b) adopting 
a more conflict-type approach. The approach to community work outlined
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by Biddle and Biddle (1965) and Batten (1967) would fall into cell (d), 
This approach avoids conflict and works towards an agreed* process of 
change, Bloomberg offers a definition of community development as 
fa-challenge to the established system, calling for direct involvement 
of the organiser with the rank and file citizenry in order to produce 
new patterns of involvement and power* (Bloomberg, 1966) which fits 
well with Warren's (1964) view that community development is*an 
enterprise which sets about deliberately ... to reorganise power loci 
and decision making loci ,,. not a system-maintaining approach, it is 
a system-disturbing approach'.. In this sense it falls clearly within 
the conflict model (cell b).
THE OFFICIAL PROJECTS:
Within the analysis provided by Norris, the Official groups would fall 
within the Community Development (Consensus style) of cell d. They 
operate within the traditional social work, Welfare model, are funded 
by local or central government, have links with schools in their areas, 
taking referrals and generally operating a support system. Although 
there is sometimes conflict this is usually contained within the 
organisation and usually means the dismissal/withdrawal of personnel 
and their replacement by more co-operative staff. Conflict can also be 
resolved by changing the nature of the project so that its aims are 
defined in terms less likely to provoke conflict and more likely to 
secure a wider base of support, thus achieving consensus, as in the 
example given earlier where the issue of selection of children on
racial grounds was resolved by changing the nature of the Saturday school,
' . ‘ ' .
SELF-HELP
f  . , # ^
The Self-Help projects would certainly be put within the Conflict-style
of community development. This is so, not because they set oiit
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theoretically or practically to challenge the location of power in 
relation to the schooling of West Indian children but because they 
operate outside the established (welfare and school) system. In that 
sense it is what Warren describes as a 1 system-disturbing1 approach.
The system being disturbed may not necessarily be the school, it may 
be, as was the case in Project 3, the local Methodist Church. The 
very fact of groups of parents and volunteers running a Saturday school, 
responsible to no-one, supervised by no-one, accountable to no-one, 
can be seen as 1 disturbing*. Although the three groups included in 
this research have been located in cell (d) for the purpose of this 
discussion, in fact groups which truly belonged within this cell (d) 
for all purposes would not be included in this study because they 
refuse to be involved in, or co-operate with, research of any kind.
What one is saying is that there is a continuum on the consensus- 
conflict scale and groups both self-help and official may include 
elements of the two approaches in varying degrees. Project 1 represents 
the extreme (b) approach, highly professional, well organised, working 
within a consensus view of the effects of deprivation on the attainment 
of West Indian children in schools. Project 3 illustrates an official 
project which veers towards a conflict model in its analysis of the 
reasons for the poor attainment of West Indian pupils, but by being 
funded accepts a consensus role in relation to the solution of these 
problems. Within the self-help groups, Project 5 could be seen as 
consensus in terms of its avoidance of a political stance of any kind 
and its commitment to providing educational, cultural and recreational 
facilities to its members. This means that Norris1 model, although 
useful, is limited in its application to the styles of community
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development adopted by these groups.
The organisation and leadership within the Self-Help group 
differed from being very like that of the Official projects (Project 
7) to being completely run by parents who recruited professionals to 
help them (Project 5), Project 7 was unusual for a self-help project 
in being run completely by a professional (a teacher) who, for the. 
purposes of the Saturday School, became a volunteer. In the Self- 
Help projects, the style of leadership is co-operative, the teachers 
and other professionals come as volunteers and work along with the 
parents. A small number of parents and lay volunteers have gone on 
to train as professionals; in Project 5, for example, there were three 
people, one of whom had already undergone this process (change from 
amateur to expert) and two were currently at teacher-training college. 
It is interesting that their professionalism did not make them reject 
or question the need for the Saturday Schools; they expressed the 
feeling that as trained teachers they could give more.
In general it could be said that the system of management and 
leadership within the Community Official projects was (loosely) 
hierarchical (McGregor, 1961), having an appointed leader to whom 
others were responsible. This structure was loose and adhered to 
more or less according to the personalities involved and how long the 
projects had been going. The Self-Help projects were, with one 
exception, co-operative in style (Bennis, 1965), again this style being 
modified to a greater or lesser degree by the personalities involved. 
But certainly parents run the Self-Help projects and they are 
responsible to themselves and their membership.
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FIGURE 2
STYLES OF ORGANISATION AND MANAGEMENT IN THE TWO TYPES OF
SATURDAY SCHOOLS
1.' OFFICIAL 2. SELF-HELP
Hierarchical
(directive)
Co-operative 
(non-d i re c t i ve )
Funding Bodies
Community
Volunteers
Management Committee ^ (Community) Parents -Saturday 
1 school
Project Leader (children))
Teachers 
Saturday School 
(children)
p 1 : ' 'Parents \ .
3* THE ESTABLISHED SCHOOL SYSTEM 
. D.E.S,
I
L.E.A.’s <----------  -1
I I .
Managers/Governors ^(Community)
School (children)
Lines of communication:
(a) Organisation and management in the Official Projects closely 
parallel those of the Established School system, with parents near or 
at the bottom. The recommendations of the Taylor Committee (1977)
may (if implemented) bring parents in at the level of Managers/Governors 
in the school system (3).
(b) In the Self-Help groups the management model and lines of 
communication followed are horizontal rather than vertical as in 1 and 3. 
Rowbottom et al (1974), whilst acknowledging this co-operative style
as a form of 'partnership' for organisational theory purposes, regard 
it as a ’non-form, without any institutionalised division of functions, 
duties-, or rights’. The Self-Help groups did all have ’an institutional 
division' of functions, duties and rights, with treasurers, secretaries, etc.
Head
Teachers
Parents
i ..
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The status of the Group Official or Self-Help determined its 
organisational and management styles. In general, having official 
status implied a commitment to (or willingness to try) a more formal, 
hierarchical type of management within a consensus approach to the 
problems being dealt with. Predictably we associate this approach 
.with more expertise and professional involvement and less lay or 
amateur participation. This .approach is more likely to meet the 
approval of the funding authorities and therefore attract funds.
The Self-Help groups are truly ' grassroots'; they function as part 
of the informal community network of resources which a neighbourhood 
has developed for itself. The loci of power within the group: this 
came over to me clearly when I sought permission to do the research.
In the Official projects I was interviewed by the Project Leader: if 
she/he approved, I was in. With the Self-Help groups it meant a wait 
until the next parents1 meeting and, after discussion,’ I may or may not 
be allowed in, but it was not simply a single person's decision. The 
major effect of the ’Official' formal style of organisation and manage­
ment was that, like the school system, it functioned mainly to exclude 
parents from active participation in their children's schooling. By 
insisting on professionalism and expertise, they lose the opportunity 
of being truly innovative.
It is clear that both groups have problems related to their status 
as 'Official* or Self-Help - problems of control and management or 
problems of finance, equipment and the use of volunteers. These 
problems are felt more by the workers in the projects than by the 
consumers if the project is run, as most of these projects were, as
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a service. If the project is actually run by the consumers, i.e. 
the parents and children, then of course these problems are 
experienced at all levels. The projects described here do not 
include any run by parents and children although there was one run 
by parents and volunteers on a co-operative basis. From my observation 
of how the Saturday schools actually functioned at the level of the 
classroom I can only say that I saw no influence at that level of 
the status of the group - the Saturday schools seemed concerned to 
teach basic skills to children - whatever the political and ideological 
basis of its existence or the views of its leadership.
FINANCE
Having an access to funds, premises and other forms of support means
that the official projects are more secure and have not got to put
a lot of time and energy into fund-raising. The Self-Help groups may 
start off in the back or front room of someone's house, then move to 
a Church Hall or some other premises available for general community use. 
It is true to say that the resources and premises of the self-help 
groups compared very unfavourably with those of the Community Official 
groups - it was clear that voluntary self-help status also entailed 
living on a shoe-string. Host groups accepted donations from the 
children who came, these donations varying from 10-25p per session; 
they were seen as ’donations1 rather than charges as they were given on
a voluntary basis and were actually meant to cover the cost of a drink
(orange squash) and biscuits. Money left over from ’donations1 went to 
buy books, pencils and other necessities. The two financial statements 
attached provide^ a clear illustration of the annual budgets of a
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FINANCIAL STATEMENT OF AN 1OFFICIAL1 PROJECT
... Council for Community Relations Supplementary Education Project 
... School
Receipts and Payments Account for the year ended 31 March 1975
Receipts £
Community Relations Commission Grant 1188
Donations from Parents 46
1234 Z"'
Payments
Teachers travelling and disbursements 411
Coach trip to Hastings 53
Books and Materials 152
Christmas Pantomime 50
Christmas Party 25
691
Surplus carried forward to following year £543
FINANCIAL STATEMENT OF A SELF-HELP PROJECT
Treasurer1s Report
Annual Expenditure for year May 1974-April 1975
DR £ P CR £ P .
Subscription 106 52 Rent 21 00
Raffle 1 40 Holiday Booking 5 50
Fete 21 75 ... House Contributions 5 00
Disco 9 27 School Books 141 43
Dance 152 59 Other expenses 60 35
Contribution 3 70
Odd Money 63
TOTAL ’ 295 86 233 28
At the end of the financial year the 30th April 1975 the Group 
had a balance of £62 58p.
Signed by ....................
Treasurer
{
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Community Official Project and a Community Self-Help Project. From 
these two statements we can see that although the self-help project 
obviously spent much time on fund-raising, raffles, fetes, discos and 
dances are clear extensions of the social activities which give the 
group cohesion, also extending the support base of the groupi by 
involving other members of the public, but most of all they are 
enjoyable activities.
The organisation, management and finance of community groups which 
run Saturday schools have implications for the style of work which 
the group undertakes. Thus the 'official' projects are more formal, 
having.a directive consensus type approach and a (loose) hierarchical 
structure which tends to exclude parents and other lay people from the 
decision-making process. The self-help groups adopt a co-operative 
style of management recruiting professional helpers to work alongside 
parents on an equal basis. The 'official* projects are better off 
financially, but the self-help projects,in order to raise money, 
extend their role into community social activities which have the added 
benefit of cohesion, extending the base of support and providing 
enjoyment.
The motives for being self-help rather than official may vary from 
the clearly political to a simple desire to be independent of official 
control and to show that ordinary people can do things by themselves. 
However, the more politically developed argument is that which argues 
that dependence on officials runs contrary to the very idea of self- 
help and self-reliance. Those who hold this view say that dependence 
on government and local authorities means control by government and
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local authorities which must restrict autonomy and thus the possibility 
for change. This basic idea of self-help and self-reliance has a long 
history in voluntary movements of all kinds and in voluntary welfare 
movements in Great Britain,
It is within the self-help community groups that one would expect 
to find more open articulation of the Idealist/political-Activist 
Ideology. (Griffiths, 1974), Although this may generally be the case, 
it does not appear to influence what occurs in the actual classroom.
That is to say, there were no obvious differences in the way Saturday 
schools were run in the self-help groups which distinguished them from 
Saturday schools run by officially-funded projects. Although in talking 
to the workers and volunteers there were clear differences in ideologies 
.between the groups.
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7-4.3 SATURDAY SCHOOLS AND WEEKDAY SCHOOLS: CONTACT 
The weekday schools * response to the Saturday schools is interesting 
and somewhat perplexing; teachers, have fought long and hard (Tropp, 
1957) to' "be recognised as ’professionals*; it is argued that teaching 
is based on particular skills and knowledge, the acquisition of which 
necessitates prolonged formal education and training in specialised 
institutions (Robbins Report, 19^3; James Report, 1972). The largest 
teachers* union (HUT) has come out against parents or other *lay* 
people being involved in the teaching process, and.this policy is 
generally shared by.all the smaller teacher unions. Yet the writers 
of the North Lewisham Project Report describe how a list of under­
achievers was supplied .to them by one of the local primary schools. 
This type of contact between Saturday schools and schools in the 
local area was quite common amongst the Saturday schools I visited — ■ 
especially in relation to primary school; contact with secondary 
schools tended to be more spasmodic, but this could have been due to 
the fact that the age range in Saturday schools tended to be 5-13 
years and therefore there would be less need for this kind of contact 
with secondary schools. The. point I am trying to make is that, 
contrary to expectation and policy with regard to other types of 
alternative education, teachers and education authorities appear 
to adopt a rathor benign attitude towards the supplementary schools 
run by the West Indian communities and local Community Relation 
Councils and various other grant-aided Projects. Indeed many 
Saturday schools use school buildings and sometimes staff from a
school might also work in the Saturday school. The relationship is 
. f  <
not always amicable, however, and I was told of one instance where
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a Saturday school had been established with help and encourage­
ment from a local primary Head, who later •turned against:1 the Saturday 
school when black children who were attending started criticising 
teachers for not telling them things about Black History etc. and 
also started comparing the teachers in the Saturday schools with 
those in the weekday schools*.• ’my Saturday school teacher does/ 
doesn’t do it like that that ... s/h says’ etc. The Head called 
the project leader in and explained to him that he had helped to 
set the school up in order to make things better for the children, 
but its, effect had been to increase the strain on teachers and this 
did not ultimately benefit the children.
f
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7.4*4 PROFESSIONAL TEACHERS IK SATURDAY SCHOOLS
The teachers in the Saturday schools were West Indian; there was 
the occasional English (i.e. white) teacher who was involved 
because of personal contact with one of the members -over a two- 
year period and visits to some fourteen projects having over 80 
staff I met 3 white teachers - and these were in officially funded 
projects, 2 in one L.E.A. which insists that Saturday schools should! 
he multi-racial.
The West Indian teachers I met were completely convinced about 
the need for Saturday schools. They were generally critical of 
the school system, especially with regard to lack of discipline and 
•standards* and felt that this meant that West Indian children were 
at a particular disadvantage. Some said that schools were part of 
a generally racist society, but there was also the view that you 
did not need to see in in those terms. On this question of discipline 
and whether West Indian children require more formal constraints in ' 
order to work successfully in schools, it is generally true that in 
the Caribbean there are few discipline problems in schools; it is 
also true that Caribbean schools are more strict, formal and, some 
say, regimented in their outlook.
In general, these black, teachers are still optimistic about what 
formal education could do for black children. Taking themselves as 
examples, they felt that black children could succeed by hard work 
and that once through the educational hurdles *the world* or at 
least the Third World would be their oyster. The view that these 
teachers took on black t,alent was quite different from that
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encountered in the regular school system - it was really utilitarian 
to the extreme; Africa and the Caribbean need skilled man/woman 
power and if these black kids want to make it they can or they can 
join the dole queues in Britain. Mobility for West Indians in 
Britain has a different meaning entirely from that commonly accepted 
in sociology - it might mean moving around the world, across the 
Atlantic, anywhere where things are better. There was much bitterness 
because of the indifference and lack of motivation of many black pupils - 
especially boys. In the Saturday schools it was always the boys who 
dropped out first, usually around 13-14, whereas the girls kept on 
until sometimes after 16. I saw many teenage girls being helped with, 
their !0T level work at these Saturday schools. The teachers felt that 
many blacks were reacting against the school system and in the process 
destroying themselves and any chance they might have of a ’good* life. 
Teachers made a point of telling the kids over and over that they went 
to school to learn and that they must ignore ’everything else’. One 
teacher said to me "once a kid starts reacting to the system, it’s 
suicide'1 and told me about West Indian children she had known and taught 
who entered Secondary School at 11+ bright and eager to learn and by 
13 these same kids were hostile tearaways, who were rejecting everything 
the school had to offer - including her, a black teacher. She felt 
bitter and frustrated and said that there was no way to continue 
except by leaving teaching altogether - which I believe she has since 
done. ,
< %
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Maintaining order and discipline in Saturday schools 
It is well known that in British schools, West Indian children are 
seen as boisterous, hyperactive children who present teachers with 
particular problems of classroom management and discipline. Many 
West Indian teachers and parents regard the schools themselves as 
being responsible for this state of affairs. They see English schools 
as being too *free and easy* and offering children no real discipline.
I was therefore interested to see how teachers and others in these 
supplementary schools managed the problems of maintaining order and 
discipline amongst the children who attended them , I should have 
realised that these problems would hardly exist in a voluntary project 
which children attended either because they wanted to or to please 
their parents. It may be that trouble-makers just do not go to 
Saturday schools, but during all the time I spent in all of these 
projects I did not see any boisterous or hyperactive behaviour; in 
fact, the children were unnaturally 'good*, sitting quietly working 
alone or in small groups or attached to an adult. Teachers said that 
they had no problems of discipline; children knew they came to work and 
they worked. Of course 2£-3 hours is not a long time, but even so, 
when I think of some of the groups I have been involved in running, the 
windows that were broken, kids going beserk, smashing chairs and each 
other, and these were over the same length of time - 2J-3 hours - I know 
that the shortness of time is not the full explanation. It must be as 
the teachers said, the children who came knew what was expected of 
them and they got on with it.
(
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Teaching methods
Mostly children worked in small groups or alone on something they 
had been working on for some time, or were attached to an adult who 
helped them, over time. There was not a .lot of ’talk and chalk’ - 
the small numbers, varying ages and abilities of the children made 
that impossible. Much time was spent in preparing stuff for the 
Saturday school, especially in those projects . which placed great 
stress on using completely or almost completely black teaching material 
and books.
Aims and Objectives
What was common to all these projects which are described here, and 
others which I visited but which are not included - was the absolute 
conviction that West Indian children needed supplementary schooling 
which these Saturday schools had to provide. I expected to find major 
differences in emphasis between officially sponsored and self-help 
groups, the officially sponsored being more closely controlled and 
more accountable to the sponsoring bodies for what they were doing, 
but this did not appear to be the case as regards the running of the. 
Saturday schools. I did not find the self-help groups more culturally 
oriented in the sense of stressing the cultural background and origins 
of the kids; this seemed implicit in all the community groups, but 
the over-riding concern was with teaching the children basic skills. 
Indeed the groups were so similar that there is really very little to 
write about them under their specific headings which have not been 
covered in this introductory section. When there is something which 
relates only to a particular group it will be mentioned in describing 
that group. Self-concept did not figure as an issue amongst the people
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who were running these groups. It was not something that came up 
spontaneously in discussion as with the school based groups; it had 
to be put to these teachers, whose priorities seemed far more 
practical. The general feeling I picked up was that some black kids 
believed what the white world told them about themselves —* and these 
had to be helped, but the way to help them was to offer them the 
opportunity to achieve some*thing, to let them see themselves reading 
well, writing, getting their sums right etc. and then they would have 
something solid on which to build their self-image - it was felt that 
positive self-concept could only be maintained through effort and 
attainment. In listening to this view I was struck by the similarity 
of these arguments to those that had been going on in between social 
casework and community work where the social worker argues for the 
achievement of personal autonomy through growth, mainly as the result 
of therapy and community workers argue for the achievement of growth 
and individual autonomy through Social action* to change the conditions 
which (in their view) produced the problems in the first place. What 
we are seeing in the Saturday schools is the development of a strategy 
based on action, rather than the acceptance of a passive role by 
parents and the community, in the schooling of their children.
f
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7.4.5 ' 'SATURDAY'S CHILDREN: THE REASONS WHY CHILDREN ATTEND 
SATURDAY SCHOOLS
The three most common reasons given for attending Saturday school 
were;
1 Social - because a friend/brother or sister is going;
2 Educational - to improve school work, usually prompted by parents, 
but often self-motivated, especially amongst 13+ age group;
3 Parental - because their parents sent them.
Parents and children get to learn about the existence of the Saturday 
schools through the informal network of communication which operates 
in all .communities, A child will give as his/her reason for coming that 
he/she came along with !my friend1 or Tmy mother sent me because she 
wants me to learn1,. Parents approach any adult in the Saturday school 
and ask about what goes on there and what kind of help their children 
will get? Very often the parent/s may stay all or most of this first 
session. Sometimes if the parent lives outside the area, the project 
workers may discuss with them the possibility of starting a group in 
their own area. If they are interested, they will be encouraged to 
come along to the Saturday school to 1 learn the ropes1 and it will be 
suggested that they 'sound out1 other parents in their own area.
The Saturday school aim to serve a local catchment area within a mile 
or two - of where they- meet, When children turn up at the school they 
are not questioned about their intentions. For the first two-three 
Saturdays they come and join in. When it seems as if they are going 
to be regular members, they are given books etc. and attempts are made 
to find out if they have any particular problems which need immediate
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help. Otherwise they work with a small group or individually with 
an adult helper. The system of selection and admission varies and 
some Saturday schools are more formal in their admission procedure, 
keeping registers etc. but I never saw any child turned away or told 
that she/he could only be allowed in if first brought by an adult.
This means that many of the children in the Saturday schools come 
completely voluntarily, and thee did not appear to be a lot of pressure 
from parents to attend. In the case of younger children under 10> 
very often they were brought by parents who were themselves helpers, or 
by older brothers and sisters.
Although there was no selection procedure, it is clear that some 
children would get more out of the Saturday school than others. It 
might be argued that, in the absence of strict parental pressure, 
Educational Welfare Officers or social workers to enforce attendance* 
the children who continued to come would be those who received a 
considerable degree of success and positive re-inforcement and the 
others merely dropped out. This is difficult to counter in any 
completely satisfactory way, except to say that there are children in 
the Saturday school who are classified E.S.N. children who attend 
schools for the maladjusted and emotionally disturbed and these children 
continue to attend. There are also children with handicaps, including 
deafness - the schools accept any child who turns up. No Saturday 
school complained of not having enough children; it was usually that 
demand was too high to be satisfied with scarce resources. The 
reasons for leaving were usually moving away, although one Saturday 
school felt that the numbers of boys tended to fall after 14+, For the
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15+ age group the Saturday school tends to serve as a study centre 
where they receive coaching for examinations. Very often they also 
received help during the week from one of the project workers or 
someone attached to the project who had particular knowledge or 
expertise in their subject area.
If the impression has been created of a *mental sweat-shop*, where 
children sit working away at sums and reading when they ought to 
be playing and exploring their environment, this would be a distortion 
of the Saturday school image. The feel and atmosphere is extremely 
relaxed, informal and friendly. The children seem happy and since 
they were there voluntarily one has to assume that they would not come 
if they did not want to. There were many outings and activities 
associated with the Saturday schools which make them part of the family* 
life. There are shows which the children put on, fund-raising 
activities organised by and for the Saturday schools, day-trips and 
other outings which take the children and their families and friends 
exploring the environment together. Where in any case the Saturday 
schools are run by parents, they are an integral part of all activities 
and the divisions between Saturday school and home become somewhat 
blurred. .Where Saturday schools are run by official projects there is 
less parental involvement, but there is more money to spend and 
children can enjoy many treats and outings through being at the 
Saturday schools. So although the main purpose of the Saturday schools 
is to teach children basic skills, to improve their attainment in 
weekday schools and to heighten their aspirations, the children who 
attend them benefit in ways other than those connected with school 
performance. f \
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THE NORTH LEWISHA.M PROJECT 
Report.on the Supplementary School
There has "been no academic research on West Indian Supplementary 
schools and the only published work I could find was a Report on 
their Supplementary Schools by the project workers in the North 
Lewisham Project* This .report caused quite a stir in the London 
press and amongst the West Indian community when it was released 
in the summer of 1977- In particular, the section on the children’s 
paintings and drawings, in which black children depicted themselves 
as white or with European facial characteristics, caused much 
interest and comment in the popular press*
In this report I will describe briefly the project, its 
educational aims, the methods it. used and the results it achieved 
(as reported) during the year (1975-6) of its supplementary school*
I. give this information on the North Lewisham Project because it 
provides the only account of an officially sponsored (L.E*A.) project 
concerned to improve West Indian children’s self-concept through 
involvement in supplementary education*
THE NORTH LEWISHAM PROJECT
The North Lewisham Project is a Community Development project, based 
in Deptford, in the London Borough of Lewisham* The project work is 
in four areas: Race Relations, Employment, Supplementary Education
and Re-evaluation Counselling in a junior school and with child 
minders* We are mainly interested in its educational work in 
relation to the supplementary school. The "report gave the following 
facts as the background to the development of the Supplementary 
School.
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1. . In'the early part of 1974 a worker from NLP spent some time 
during two school terms observing the. work in two junior and 
two infant schools. Both schools had an intake of more than 
50fo of children from West Indian or African origin. These 
' observations confirmed the findings of a number of authorities 
on the issue of West Indian children under-achieving in 
schools. Some of the factors contributing to under-achievement 
in Deptford.schools were considered to be:
2* Low expectation towards black children on the part of some 
teachers.
3. The lack of liaison between the school and parents. As a 
result, teachers very often seem to have little knowledge of 
the children they teach, their home circumstances, their 
cultural background, which in turn often leads to the 
curriculum being unrelated to the children.
4* Negative self-image on the part of the black children, due to 
the use of bias or inappropriate materials and the low 
expectation mentioned above. The School often reinforces the 
image which black children see portrayed of themselves and their 
parents by the media, the roles ascribed to or attitudes towards 
black people held by society at large.
5. Inadequate training of teachers for teaching in a multi-racial 
society, and particularly for teaching children of cultures 
other than their own.
It gave as its objectives:
1. General Objectives
The overall objective was to monitor and record the scheme, 
evaluate the work and results and make recommendations to ILEA.
It was felt that while no major inroads might be made into 
changing present bad-practices immediately, some benefit to 
the children could be effected at little cost, and without 
major changes in the present school structure and organisation.
2. Specific Objectives
i. Improved work performance on the part of the black children 
participating, e.g. in reading, writing, arithmetic, general 
understanding and awareness•
ii. Improved self-image of the children, which in turn would 
lead to increased confidence and hence better work performance.
iii. To raise the level of the child’s awareness of her/himself 
as a black person, through positive emphasis on her/his culture 
and history and so assist the child in finding an identity which 
is.not alienating*
Selection of children •
25 children were recruited from a local junior school; these children
were drawn from a list of ’under-achieving1 West Indian (3 Nigerian)
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children supplied by the school*
Parents
All parents were visited and had to agree to their children going 
to the Supplementary School# The Report noted that parents 
(1 ) would prefer that the emphasis.at the Supplementary School be 
on basic skills, as this was the greatest need; (2) that children 
should learn something about their countries of origin; (3) that 
attitudes of teachers are more important than race of teacher;
(4) that parents wish to learn through the school how better to 
help their children at home and (5) parents preferred the 
Supplementary School to be held on the Project premises*
Course Content 
This was given as:
• 1 Caribbean Project
2 Reading
3 Mathematics
4 Art
5 Music
6 Cookery
It was decided that the content of the teaching and the material 
used in the Saturday School should be directly related to the back­
ground of the children involved* Books and materials were sought 
which were not invalidating to the child*s self-image as a black 
person and would truthfully reflect the multi-racial nature of the 
society in which we live* At the same time it was aimed to improve 
basic skills, in particular, reading, creative writing, spelling, 
grammar and mathematics, and to encourage a more critical awareness 
and understanding on the (part of the children*
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The Supplementary School.was to run for one year only at the 
end. of which it s. work would he evaluated and on the has is of that 
evaluation recommendations would he made. In the report, the 
project workers made the following observations:
A SELF-IMAGE AND BLACK AWARENESS
1. The children on the scheme were found to benefit greatly 
from an environment where they and their work was appreciated 
and where they were able to grow in an atmosphere where their 
blackness was not invalidated through unaware omissions. The 
work of one ten year old was poor and his behaviour disruptive 
when he felt invalidated by the material or the group.
2. It would appear that a great number of black children have 
been penalised in the ILEA, schools system on the assumption 
that they are to blame for rebellion and disruption when the 
failing may be due to other factors. The extent to which 
black children who are finding the current school situation 
and teaching material totally alienating, threatening and 
invalidating may be in direct relation to the black children’s 
rebellion in ILEA schools. Children may'be reacting to their 
own cultural ’put downs* by putting down other children or 
fighting back.
3* Teachers were at ease with the multi-racial materials used 
and had a conscious level of sensitivity to the issues involved.
We would consider that this sensitive handling of the materials 
was crucial to the improved self-image of the children. Were 
the materials, mentioned above, available in schools, but were 
nevertheless insensitively handled in a way through which unaware. 
racism shone through, the children could be adversely affected 
and their self-image damaged.
B PARENTAL PARTICIPATION
1• Our experience showed that parents had an interest and willing­
ness to- be involved in the school but needed to be assured of the 
nature and value of their contribution.
2. The parents* preference for the Supplementary School to be 
held at the NLP premises was indicative of their inhibitions 
about the school and the way in which they unnecessarily ’revered’ 
teachers. Parental involvement was at its best when they were 
clear about what contribution they were expected to make and 
their skills and experience recognised.
3. Active parental involvement and full understanding of what 
their children are learning can only lead to more sustained and • 
greater parental interest in helping children at home. This was 
confirmed by^  our experience in the Supplementary School.
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REC0MMEM)ATI0ITS
Amongst its recommendations, the report included (a) more remedial . 
help for under-achieving pupils; (h) more multi-racial materials 
and resources; (c) research on the connection "between the 
•invalidation and alienation experienced "by black children and 
their consequent rebellion and resultant referral to ’special 
schools’ for disruptive behaviour’; (d) the appointment of home/ 
school liaison teachers and (e) ’serious effort’ to increase 
parental participation in schools.
SOME OBSERVATIONS ON THE N.L.P.
The project was well organised and documented from the beginning - 
it is not my experience that this is generally true of community 
projects.
It is interesting that the project workers were very committed 
to the idea of ’teaching as therapy’ which comes through in the 
section of ’Attention Giving’ - children could receive individual 
attention whenever needed — there was a ratio of one teacher to 
five children. The aim of this attention-giving was to show 
’appreciation’ for the child and his/her work: the workers reported 
that: -
The positive validation of characteristics elsewhere rejected 
was found to have spontaneous and powerful effect. Children 
brought up their own ’put down* experiences in discussion.
Often they re-enacted these experiences in putting down others; 
these were interpreted in a way which did not further invalidate 
the children, and with full explanation about what was taking 
-place within the group. Children ... understood and learnt 
from these experiences.
f
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In this respect the N.L.P. Supplementary School was different from
any of the Supplementary Schools I visited during the three years
of this research. When children received individual attention it
was not, as far as I could tell, in order to •appreciate* them but
to help with some specific learning problem. That is not to suggest
that teachers and volunteers did not •appreciate’ the children, or
did not show respect for their work, it is just that this was not
spelt out in quite the way which these workers seemed at such
pains to do. In this sense the underlying values of this project
were strikingly, different from any of the. seven included in this
study'and were nearer to those of the school based (e ) groups,
falling within the non-directive client-centred approach to therapy
developed by Carl Rogers (1951) and core ens us approach to community
development outlined by Biddles and Biddles (1965) and Batten (1967)*
The problems of evaluation in social science research have been
acknowledged and discussed (Karier, 1973)t social action research
(Rossi,1972; Key, Hudson and Armstrong, 1976). It has been argued
that evaluation research methods based on Projects Staff narrative
accounts are most likely to lead to incorrect conclusions. The
difficulties of using experimental or quasi-experimental research
design in social action programmes have been detailed by, amongst
others, Weiss and Rein (1972) who argue that this method is
inappropriate to, and harmful in, evaluating broad-aim programmes.
Guba and Stufflebeam (1968) also point out that •scientific’ methods
of research stop field-workers from making changes during the
research and rarely give 'useful results*. Weiss drew attention (1972) 
f  \ ■'
to the difficulty or impossibility of the ’control group* in research
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of this kind, in particular *the realities of life, and the values 
held by people in society. ••*
The research reported "by the N.L.P. workers was not concerned 
with a broad-aim programme of the type Weiss and Rein refer to - 
it would have been perfectly possible to include a 1comparison* 
group of children who were not part of the Saturday School experiment 
This would have supplied data in addition to project staff , narrative 
account and would have made their conclusions more reliable.
It could be argued that the style of work employed by the project 
workers, depending as it did on group therapy and the client-centred 
approach, must have made it particularly difficult for the workers 
to arrive at anything like an *objective* evaluation of the project. 
Karier (1973) has said that evaluation occurs within some, kind of 
value orientation as part of an ideological framework. Where this 
•ideological framework* is a therapeutic one and the outcome depends 
on the evaluators/therapists* skill, it can be seen that the 
evaluators are faced with particular problems of objectivity in 
.relation to their own role in the process being evaluated. It is 
difficult to know how much the reported improved self-image of 
the children was due to their increased attainment and how much to 
the therapeutic methods employed. Yet the project workers clearly 
emphasise their particular affective approach and appear to play 
down the cognitive which must have been at least as important in 
Creating a learning environment for the children. Indeed the 
teachers and Head teacher in the school which co-operated with the ' 
project have since accused the project workers of mis-interpreting
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the children’s work and lack of objectivity in looking at the 
total situation (Times Educational Supplement, 21* 1.78),. Whilst 
projects should be encouraged to evaluate their performance as 
they go along, for their own information and as part of a self­
monitoring process; it is not helpful when policy decisions are 
based solely on, or influenced by, workers' own narrative accounts* 
This is not to suggest that narrative accounts are useless or to 
argue for scientific research methods; it is simply to suggest that 
narrative can only be part of evaluation which is meant to provide 
something more than feedback to the project itself*
f
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THE OFFICIAL PROJECTS
Official projects are those which have official hacking and support —  
either being fully funded by local or central Government or receiving 
other forms of help, through the provision of teachers, youth workers, 
materials and resources, premises etc. There are four projects fitting 
this description:
PROJECT I Community Arts and Culture Group
(including Supplementary School)
PROJECT II Yoyith,_Project (Including Supplementary education and
culture )
PROJECT III Supplementary Education Project
PROJECT IV . Community Development (including Saturday School)
All these projects have one thing in common — they operate in 
depressed inner city areas of multiple deprivation. Projects I and 
III follow the community development model of community/social work 
in their general approach (Biddle & Biddle 65)and their Supplementary 
schools are only a part of this overall strategy. Project II in a 
sense is part of that same Community Development strategy, but here 
the Supplementary School was run as an autonomous unit, entirely 
separate from all the other activities and was different from all the 
other projects in having a qualified teacher in charge and being the : 
only project with a woman leader.
PROJECT I Community Arts and Culture
This project is a community development scheme in an inner city area
of London. It is financed by an Urban Aid Grant. As well as classes
in Drama/Dance/Music and Arts in various centres throughout its area,
Y \ :
it also runs an Information and Advice Centre.
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Other areas of work include a Senior Citizens Group, Adult 
Literacy Classes and a Bail Project. There are two full-time 
community workers in charge of the overall project and other 
workers and volunteers are employed on a sessional "basis•
The Supplementary (Saturday) School is run jointly by the project 
workers and the local Council for Community Relations. I now draw 
on the Annual Report of the Project written in January ,1977*
This school which was started a year ago by  .....
Project and -.C.C.R. staff has been meeting a desperate 
need in the area, that of helping children in the basic 
three R*s.
The attendance at the Saturday school over a period of 
12 weeks has been an average Of 24 children. The school 
is staffed on a rota basis by voluntary teachers who 
live locally.
Unfortunately we have found that these children have not 
been achieving a great deal at school and for the future 
we intend to have continuous dialogue with the. Schools 
concerned. In fact, work along these lines has already
begun with —-— - School whose Headmaster is very keen
and receptive to our ideas.
The school is progressing and methods of work schemes are 
•continually being discussed for later use with the children.
My own observations of the Saturday school confirmed the utilitarian
approach of these teachers.
PROJECT II
This, was part of a Youth and Community L.E.A. Sponsored Project 
which ran an Education, Culture and Arts Group. The activities of 
this group included Dance, Music, Drama, Poetry etc. all with a 
Caribbean flavour. This was in addition to the Supplementary school. 
run on Saturdays, which many of the children also attended. The day 
I went to do the test was a particularly bad day; it was cold and 
raining and many children did not turn up. It was the one group
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where .teenagers were present, including a number of 1O-year olds 
who unfortunately could not be included in the test group — even 
though they insisted on completing the test along with the younger 
children !
PROJECT III Supplementary Education Project
This project was run as a separate supplementary education scheme 
with evening classes and Saturday school from 10 am - 3 pm during 
the school term. The time-table provided earlier was actually 
taken from this school when it was under different leadership, but 
it still follows more or less the same schedule. It provides 
facilities for children to do their homework, including assistance 
from the teacher who is a permanent full-time employee. This was 
by far the most ‘presitigious* supplementary education project I 
visited (and I have been at some time or another to most in the 
London area). It has its own building, reading room, coffee bar, 
well-equipped classrooms and the only teacher.(female) employed I 
came across full-time on a supplementary education project. (There 
are full-time teachers in alternative education projects, but these 
are rather different, being full-time alternative to school.) The 
school was well organised and well attended; there were no voluntary 
helpers, only trained teachers employed on a sessional basis.
Parents dropped in from time to time to tell the school about
something that was happening which might prevent a child coming -
the parents of these children seemed particularly anxious that the
children should not miss any of the sessions — unlike most other 
(
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proje ot s whe re at t endance was a c ons t ant p roble m and pa rent s' had 
to he constantly reminded of the importance of sending children 
regularly. It may he that the environment of this Supplementary 
school was so businesslike, the building and .layout so much like 
’school* that the parents fe.lt more committed or believed that the 
children were getting something out of it. Whatever the reason, 
this school had a waiting list of children (or parents eager for 
children) wanting to come. There were several spin-off cultural 
activities at the school, concerts for parents, Christmas play, 
fetes etc, but as with all the other projects the main emphasis was 
on learning and teaching basic skills.
As I have said, this was a ’prestigious* project.; it was the- only 
one run by a woman teacher - who immediately impressed as being 
very capable, efficient and practical in a traditional teacher-like 
fashion. She treated the parents in a warm/distant way, encouraging 
them to come in and talk at any time but not offering them any role 
within the school. She listened to their problems and sympathised 
with them, but it was always on a ’professional level’. There was 
no nonsense about parental involvement; in her view parents had 
enough to be getting on with and teachers should not be shirking ’
their responsibility by passing on their problems to parents.
I listened in to an interview between this teacher and a Jamaican 
parent who had come in to tell her that she was taking her daughter 
back to Jamaica for 6 weeks’ holiday, so she wouldn’t be coming to 
the Saturday school during that time. The teacher asked her if 
she had been to see Mr  ---- , the Headmaster at the Comprehensive
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which the girl attended. The mother explained that she did not
need to tell M r --— ' her business as her daughter didn*t learn
anything at his school anyhow and not /being there for 6 weeks wouldn*t 
make any difference. But she said that she was worried ah out the 
girl missing the help she got on Saturdays as that had made all the 
difference to her. She enjoys reading now, whereas before she came 
she hardly ever looked at a book. The teacher promised to give her 
daughter some work to take away with her.
After this mother had gone I expressed some amazement over what 
she had said about the Saturday school being more important than the 
week-day school. The teacher replied: "A lot of them say that; I
get that all the time. They have no faith whatever in the schools 
around here.” It is interesting to note that in spite of, having no 
faith-in schools, West Indian parents do not keep their children 
away from schools and truancy is not considered a problem amongst 
West Indian children in I.L.E.A. schools (Shipman, 1976 )•
PROJECT IV : ■ ,
This Supplementary school was part of a much bigger Urban Aid 
Sponsored project which included an Information Centre, Legal Aid 
and Advice and Adult Literacy. The Saturday school-was located on 
the top floor of the Community Centre with 6 classrooms and a small 
library. A woman teacher was responsible for running the school; 
she was employed by the Project and was responsible to its Management 
Committee. Other helpers'were also teachers or trainee teachers. 
Parents came to bring their children to the school; they did not 
stay around and did not appear to be involved in running or helping 
in the school. Again it is possible that these same people used the
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other.facilities on the premises and were well in to the project in 
other respects - hut so far as the Saturday school was concerned, 
they were not a feature in the scheme of things. This Saturday 
school had only beein going for 18 months when I made contact so 
it is possible that they were feeling their way, although from 
experience one knows that it is difficult to change the style of a 
project from a professional to a co-operative style of management 
once it has become established.
The teachers in this group were very outspoken about Black 
Consciousness - more than any group I visited. Virtually all reading 
material had an African or West Indian theme or background. Project 
work was connected with ’Black Leaders’, ’Blacks in History*, ’Great 
Black Americans/Africans/West Indians’ etc. Paintings and drawings 
also demonstrated this influence - there was no identity confusion 
in the paintings these children made of themselves of the kind 
reported by, amongst Others, Coard (1971 ) and the Worth Lewisham 
Project writers. During one lesson about Africa as the home of all 
black people, during which the teacher went on about black unity 
and brother/sisterhood, one little boy asked if he should hate 
white people? The teacher did not seem put out by this question'- 
she answered: "You don’t have to hate anybody - just love yourself 
and your people". The boy seemed put out by this - I wondered if 
he might have received a different answer if a stranger (me) hadn’t 
been present - but I think not«.
The children in this group were all pre-adolescent; they were
all still attending local primary schools in the area.
f ■ . ■ « :
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SELF-CONCEPT OF CHILDREN IN THE COMMUNITY OFFICIAL PROJECTS
On the Piers-Harris children’s self-concept scale, the mean 
group score was 48.8, S.D. 9*8* (80 item test)
The Ziller Self-Social Task self-esteem item gave the group a 
mean score of 12.9, S.D. 3-0* (highest possible score 18)
On the Sentence Completion ’self* items the group score was 
4*1» S.D. 0.8 On the scale 2-6.. 2 = high/Positive: 6 = low/
negative self-esteem/self-concept•
Examples of what the. Community Official children wrote about 
•self*:
(a) HOW .AND AGAIN I REALISE THAT I ...
(b) WHAT I LIKE MOST ABOUT MYSELF ...
(c) SOMETIMES WHEN I THINK ABOUT MYSELF ...
Girl 12 (a) I. am getting good in my school work and at home
(b 
(°
Girl 14 (a 
0>
Boy 11
(c
(a
■0>
(c
Girl 14 (a 
(b 
(c
is that I am pretty and I have a good family 
I feel I should be better at school
I have done something wrong, badness, and I feel sad 
is my complexion, my hair and my clothes 
I feel sad
that I was ronge about everything.
I could play Rugby and I am the strongest in the first 
year
I think I am ••• famous
that I am Black and I have to work extra hard to have 
the job I want
is the ability to work hard at school and I am very 
determined
I think how lucky I am to be black
Girl 11 (a) that I may become famos or dam rich
b) 1/ like most about myself is my ideas
c) I think about myself a very nice girl to know sometimes
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Boy 15 (a) I am stupid
(b) that I am good at sport
■ (c) I feel free
Boy 14 (a) that I am wrong
(b) is my looks
(c) I Worry
Boy 13 (a) that I am doing something wrong and I might get a
letter home
(b) because my name is Brown I think it is a good name
(c) how I think I am going to a party I think of myself
dancing with a girl
Boy 11' (a) I am different
(b) is liking people
(c) I think who am I
Girl 10 -(a) I have been working hard a lot at school and my
Mum and Bad is prowed of me
(b) is that I do what I am told to do and go where my
Mum says I must go
(c) I think that I am very well mannered to my parents.
TABISS 5a and 5b show that attitudes to school of the Community 
Official children. The highest number of responses, 34 (64^) were 
liking school for its intellectual function. The physical category 
came next with 15 responses (29fo) seeing this as what they liked 
most about school. Interestingly, 8 respondents (15%) gave 
emotional security-type responses as reasons for liking school.
On the negative side, a total of 42 (33%) responses dealt with 
dislike of teachers, teachers* attitudes and the power of teachers. 
4 (8^) mentioned bad teaching, 11 (21 %) mentioned bullying and 
disruption as things they disliked most about school. 4 (8$) 
mentioned racism and prejudice; 11 (2-1$) disliked a particular 
subject and 2 (4fo) disliked nothing about school.
f  ,
452
WHAT CHILDREN IN THE COMMUNITY OFFICIAL GROUP HAD TO SAY
ABOUT SCHOOL.
(a) WHAT I LIKE MOST ABOUT SCHOOL....
(b) WHAT I DISLIKE MOST ABOUT SCHOOL...
Girl 13 (a) sports, lesson I like it because it keep me away
from home from boring 
(b) some teachers pick on Black people and they don’t 
give us a chance to explain
Boy 10 (a) I like English
(b) I dislike Maths
Boy 12 (a) Metal Work, PE
(b) Mrs Smith (expletives deleted)
Girl 14 (a) is that I can socialise with my friends and learn a lot
(b) is that they get rid of black people in a sly way
Girl 15 (a) is the companship and the Independance of each other
also helping the uncapable 
(b) is the boredom of some teachers and how they go about 
their work
Girl 10 (a) they teach me and help you if there is something wrong
with you help you 
(b) is that if you are working and there is a fight the 
.blame you
Girl 10 (a) is because they teach me a lot and they give you test
and when another day comes you can remember it
(b) is because there are a lot of people there and in
the playground they start fighting
Girl 13 (a) Spanish, English, Maths and Swimming most of all
■'"'■(b). being told to do things which are not important
Boy 14 (a) is to work and meet different people
(b) not being told about Black History and being brainwashed 
all the time
Boy 11 (a) is English History Maths Geography Swimming General
Studies PE 
(b) is Music
Boy 13 (a) the teachers are very kind and treat you well
(b) a man named Mr Smith he always picks on the Black boys
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Girl-14 (a) my friends, French, Biology, Dancing, Art 
(h) Religious Education and Miss Darling
Girl 10 fa Vis the work
(b) is the roughness
•3 ASPIRATIONS OF THE COMMUNITY OFFICIAL GROUP
Table 5° showed what children in this group hope to achieve 
♦some day*• If we combine the category dealing with a general 
wish for success and money with that on self-fulfillment we have 
the highest total of 20 responses (or 75%) expressing generalised 
-hopes and desires: in terms of some day I would like to ... be 
famous, have lots of money, be rich, or some day I want to be 
free ... happy ... do what I like,... go to bed with my girl/ 
boy friend etc...' In terms of actual jobs we find two who hope 
to be doctors, three teachers and five nurses, which together with 
five 'other professional * adds up to a total of 15 (28%) who 
hope to end-up in some kind of professional occupation. Work in
entertainment and skilled/semi-skilled come joint second for
future occupation.
WHAT CHILDREN" IN THE COMMUNITY OFFICIAL GROUP HOPED FOR.
... be a "secretary or a teacher (girl 13)
... have a lot of money (boy 12)
... be a maths teacher (girl 14)
... be treated by my mother like an adult not a child to be able
to do my own thing'(girl 15)
... be famous (girl 15) 
f  ,
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... a big young lady and put on some make-up so you look 
pretty (girl 10)
...be a journalist and write Black Literature (girl 14)
... win the pools and go to my own Mom’s country (girl 13)
... just go for a walk and pass the BBC TV Studios and all of 
a sudden find myself singing on TV (girl 10)
... be a doctor or a mathematician (boy 11)
... go to Jamaica for 1 year and visit my grand-dad because 
I have not seen him before (boy 13)
...beat up a certain person I hate, and win a dance competition
... be a motor-mechanic (boy 15)
... become famous or be a photographer (girl 14)
... play cricket for the West Indies and Football for 
Manchester United (boy 13)
f
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7 .7-4 ATTITUDES TO PARENTS AND HOME LIFE OF THE COMMUNITY OFFICIAL GROUP
The majority of these children saw the role of parents as providing 
Guardianhship (3), Protection (3), Help and Support (8) and Love 
and Kindness (29). That means that 43 (or 81%) of responses 
dealt with some positive aspect of parenting. On the negative side, 
Restrictions on freedom got the most mentions with 4 responses 
(or 8%), 2 children felt bullied or humiliated by their parents 
and 3 mentioned general negative characteristics - such as parents 
doing things they had forbidden children to do or wanting to keep 
them babies or not wanting to admit they were growing up or expecting 
too much1 etc. In terms of home the thing these children liked 
most was that it provides a place of safety (16 : 29%); which gives 
them the material comforts they need (15 : 29%) and identity 
with family (10 : 19%).
WHAT CHILDREN IN THE COMMUNITY OFFICIAL GROUP WROTE ABOUT PARENTS 
AND HOME:
(a) TO A CHILD PARENTS ARE...
(b) WHAT I LIKE MOST ABOUT HOME IS... '
Boy 12 (a) kind and without them we would be nothing
(b) the warmth and better than going out I could play 
’with my dog
Girl 14 (a) bad tempered
(b) doing work, helping cleaning and-polishing the stairs and . 
the bedrooms
Girl 11 (a) loving and kind
(b) playing with my dog
Girl 12 (a) kind sometimes and sometimes they are not
(b) is that if I did not have a home I would have nowhere to go
f
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Girl
Girl
Boy
Boy
Boy
Girl
Girl
Girl
Girl
Boy
Boy
Boy
10 (a) people that just help us and love and look after us 
(b) is the love and care
(a) very nice and children may say that the are wicked
when they get hit but I do not hink they mean it
(b) I like most is playing with my toys and doing 
shopping with my mum
15 (a) adult
(b) television
14 (a) adults and they should look up to them and they
should respect them
(b) is that I can get privacy
15 (a) is people who loves there children or should do
(b) is when all the family is there
14 (a) people who should not keep their child from the world
(b) is that I can look after my mother
10 (a) nice
(b) playing with my friends
11 (a) guard '
(b) my bedroom
13 (a) nice and kind
(b) my colour television
13 (a) everything they.should be they are fantastic
(b) my parents are my home
12 (a) superior
(b) food and my mum and dad
12 (a) very sentmal to them because of what they can do and you
can do to make each other happy 
•(b)- is that we are a very loving family
f
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THE SELF-HELP PROJECTS 
project 5
This project impressed me most; it is long established, having 
been started, over six years ago and still exists in its original 
form* This is remarkable as the voluntary Saturday/supplementary 
school movement is littered with the corpses of projects b o m  and 
dead within a matter of months. The school was started by a 
group of parents all living on an estate in a part of London which 
is known as a multi-problem area. The group of parents came 
together in the first instance because they felt that their children 
were missing out on cultural activities, outings, visits to the 
country and the seaside, visits to museums, that kind of thing*
So in fact it started out as a social cultural group; as member­
ship expanded they found that most parents were worried about the . 
kind of schooling their children were getting; they were finding 
that 10 year olds could not read or count properly. The membership 
decided that the priority of the group should change from a social 
.to an educational one and thus the decision was made to start a 
Saturday school. Although I have included this group in the self- 
help category (it was when.I came to know it) at the time when the 
decision was taken to start the Saturday school, they did in fact 
apply for a grant to. help get it off the ground and a grant of £50 
was given to them by the local C.R.C. Since that time it has 
been completely self-financing. ’
Once the decision was made and the small grant obtained, the . 
group looked for helpers and teachers from amongst its own member-
463
ship., It did not have any paid professionals at any time. ■
Although teachers subsequently joined the group as helpers, the' 
parents, and one parent trained as a teacher, remained in complete 
control and the method of co-operation and self-help, remained 
unchanged. Two members are currently on teacher training courses.
The professionals came in to an already, established framework into 
which they had to fit; this was markedly different from the official . 
groups where the professionals recruited volunteers or allowed 
parents in on their own terms to do clearly specified tasks.
Another interesting feature of this group was the way they got 
professionals other than teachers to help the children - thus, for 
example, an accountant helped with maths under the general direction 
of the •maths..teacher; he sat with one child every Saturday afternoon 
for two hours and helped with a particular maths problem. Parents 
heard children read and helped with general teaching - this meant 
that each child, particularly the younger ones, could have (almost) 
individual attention. Parents, showed a degree of knowledge and 
confidence in their own ability to help their children which was 
impressive. Parents also said that they continued to help their 
children during the week and to plan and work towards the next Saturday 
session or the next event in which the school was involved. This 
group and the school was. unique, the people had worked together for 
a long time, lived near each other and they and the children came 
from one estate.
Project 6
This was another long-established (over six year^) Saturday school 
jointly run by two volunteers, one female (also trained teacher)
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and one male (GPO Engineer). This school operated from a local 
Community Centre - used by a variety of groups representing the 
many different nationalities who lived.in that part of London.
The school was run by a management group which was made up of 
parents and volunteers.- but although the parents were involved in 
the management of the school, they were not as heavily involved in 
the day-to-day running of the school as were parents in Project 5 - 
they/were more scattered, coming from a wider area than was usual 
and this may account for under-representation of parents. The 
running of the school was jointly undertaken by a trained teacher- 
volunteer and a non-teacher under the management of the parent group;
This school ran on a shoe string; materials were scarce; parents 
paid a small sum, 20p per session, to cover drinks and biscuits 
and what was left went towards the provision of books, pencils, 
paper etc. The group tried to raise money through jumble sales etc. 
amongst the parents and children who came to the school, but this 
brought in very little money. As the children came from many different 
week-day schools in the area the Saturday school needed to get single 
copies of many different maths and reading schemes, which was 
expensive, especially if. the child moved on or changed school. The 
teacher explained these difficulties with resignation. She tried to 
keep every child (this of course applies only to primary school 
children) on the scheme they used at their week-day school. As she 
said, it was pointless putting the children on to a different scheme 
for one afternoon per week. Very often children could not identify . 
their reading scheme, especially those who most needed help, and she 
had to go through all sorts of subterfuge to find out what kind of
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scheme that particular school used. This teacher had been in on 
the start of the Saturday school six or seven years ago when she 
was a student teacher. Since then she had moved away from that area 
and now lived three or four miles away and taught at a school in the 
area where she lived, which was part of a different L.E.A. But every 
Saturday afternoon she returned to the Saturday school to teach and 
during the week she often attended meetings in connection with the 
running of the Saturday school. The co-worker had also been involved 
from the beginning when his son had been one of the first pupils, 
his son had grown up and was then at College, but he continued to 
help run the school as before.
Pro.ject 7
This Saturday school is part of a Methodist Church community scheme 
to help. West Indians in this part of London. The school was started 
by a West Indian Methodist lay preacher (since upgraded to Minister) 
about three or four years ago, when the Methodist ministry became 
concerned that it was not doing enough for its West Indian members. 
The membership of that particular church was about 95$ West Indian. 
Although the church was concerned to.do something for the West Indian 
community,- the project was not without its tensions - in particular 
accusations that the Saturday school was a centre of *Black Power* 
and that it encouraged anti-white feelings amongst the children. On 
one occasion whilst I was there the vicar came in to look around; he 
seemed very uncomfortable and departed after five or ten minutes.
It was after that that I heard that he*d been requested to *keep an 
eye on* the Saturday school because of the allegations mentioned 
above•
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In fact this group, in common with all other; groups, did. not 
pursue any obvious political line - this was implicit - on the walls 
were posters of Africa and the Caribbean —  MOTHER AFRICA NEED YOU - 
ENGINEERS, DOCTORS, NURSES, TEACHERS etc., African hairstyles and 
costumes, pictures and posters of black Americans etc. created an 
environment which said something to the children and to the people 
working and visiting about what the Saturday school was about. I 
was at this school the Saturday following the showing of the ITV 
film of the book "ROOTS" - the teacher stood in the middle with a 
map of Africa, surrounded by a group of children and they talked about 
Gambia - where was it? was there anything recently on TV about that 
part of the world? did it have anything to do with you/with us? 
and so the dialogue went on. It was very moving. It was completely 
positive•
The man who was responsible for this school as well as being a 
preacher was also a trained teacher and very 'professional* with it. 
His lessons were always beautifully prepared, work cards set out etc. 
as though he expected an inspector to arrive any minute. He only 
used trained teachers as helpers and. he literally bombarded parents 
with handouts about the benefits of education, hard work, spelling, 
sums, anything. But he did this in such a jovial way, nothing heavy, 
that the parents seemed not to mind; perhaps they never even read 
the handouts !
Although this group was completely self-financed it was not poor. 
Affiliated to the Church as it was, fund-raising activities brought ■ 
in much more money than in other groups not so fortunate. Jumble 
sales and 'Bring and Buy* sessions were well attended and turned into 
social occasions for everyone - which made them financially successful
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for the school. The school was well equipped with books, stationery 
and other materials and with access to a photocopier which was 
useful to them in preparing work. All the activities undertaken 
had some *educational* value, including visits and outings to 
places of interest. There was a feeling that everything which 
happened there was connected with the primary educational goals of 
the Saturday school - even fun things. Yet the children seemed to 
enjoy coming. Membership of the school was not tied to Church 
members or their children, but they were heavily represented amongst 
the children at the school. The leader told me that he had to turn 
away* children as he did hot want * quantity* but ’quality* and you 
could not give the children the individual help and attention they 
needed if the place was ’crowded out*.
Unfortunately the day of the test was one of those bleak autumn 
days which are all too common and the attendance, which on previous 
occasions had been well over thirty, was down to around twenty,- 
quite a number of these being under 10, and therefore outside the 
age range. This was very disappointing, especially as the programme 
for the following weeks meant that it was impossible to fit the 
testing in before the holidays - so I had to be content with a 
smaller number in order to get it done at all.
f
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7-9*1 SELF-CONCEPT OF CHILDREN IN COMMUNITY SELF-HELP GROUPS
On the mean Piers-Harris scale, the Community Self-Help Group 
was ..49 *.51 S.D. 9*2 • (80-item test)
The Ziller self-esteem item, the mean group score was 13*0,
S.D. 3.8. (Highest possible score 18)
The Sentence Completion item yielded a mean of 3*3, S.D. 0.8.
/ (2 = high; 4 = average; 6 = low self-esteem)
WHAT CHILDREN IN COMMUNITY SELF-HELP GROUPS WROTE ABOUT »SELF *:
(a) NOW AND AGAIN I REALISE THAT I ...
(b) WHAT I LIKE MOST ABOUT MYSELF ...
(c) -‘SOMETIMES WHEN I THINK ABOUT MYSELF ...
Boy 13 (a) I must read the newspapers every day instead of twice
a week, turn off the television 
: 00 is that I am proud of myself and I think I am a
special person
(c) I feel that I am a proud and happy person
Boy 15 (a).I must read more books so that my English can be better
(b) is that I am a good person, I am a good worker at 
school and listen to what teachers say
(c) it makes me think foolish in some ways
Boy 14 (a) I have to work hard and behave myself
(b) I am always willing to listen to others
(c) sometimes I think I could do better at some things
Boy 12 (a) I am alone
(b) music
(c) disturbed
Girl 12 (a) I arn to nice to my friends
(b ) I like iny hair
(c) I am to nice
Boy 14 (a) I am doing, wrong to my parents feelings and hurt them to
(b) good looks, figure, good clothes
(c) I think dirty things about girls and I think of having 
sex with girls
Girl 10 (a) I^am growing bigger
(b) I like my clothes most about myself
(c) I notice that I am sometimes wicked
469
Girl.11 (a) do wrong
(b) that I can see talk walk and hear
(c) that I am ugly
Boy 10 (a) that I am African
(hV is that I am black and I am proud
(c) I feel important
Girl 11 (a) would like to he a proud member of a black community
who do something for their well being
(b) is that I am a person who originated from Africa and 
that I am black
(c) I feel proud of me
Girl 15 (a) I am a bit bossy and ignorant I do try to check myself
though
■'(b) is that people think they can confide in and trust in 
me this gives me a feeling of security
(c) I feel as if I degrade myself people tell me that I 
am not as bad as I pretend to be so I must be good.
/
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7.9-2 ATTITUDES TO SCHOOL OF THE COMMUNITY SELF-HELP GROUP
The children in this group gave the Intellectual function of school 
as what they liked, most about school - giving 31 responses (67$) 
falling into this category. On the-negative side, 24 (54%) disliked 
teachers, teachers* attitudes and the power of teachers. Disruption 
and bullying was mentioned by 10 (22%) children as things they 
disliked about school. There were 3 children who disliked nothing 
about school,
WHAT CHILDREN IN THE COMMUNITY SELF-HELP GROUP HAD TO SAY 
ABOUT SCHOOL:
(a) WHAT I LIKE MOST ABOUT SCHOOL ...
(b) WHAT I DISLIKE MOST ABOUT SCHOOL ...
Boy 14 (a) I like school for my education and for my own sake
• (b) boys beating you up and pushing you about and;the 
teachers
Girl 13 (a) in school I like my friends best
(b) the teachers and school dinners
Girl 15 (a) seeing my friends every day, also the teachers and
lessons .
(b) some of the teachers because they think just because . 
they have Authority that there are always in the Right
Boy 11 , (a) Geography History English and Maths because I learn a
lot about them 
*(b) I dislike nothing
Girl 14 (a) the teachers explain things so you understand
(b) the bitcheness of other people
Girl 15 (a) is Human Biology, English and Maths. The company and
co-operation and feelings of my friends and those I like 
(b) my headmistress is two faced like my head of year and 
I don*t like people to poke me
Girl 11 (a) Science, Biology, Chemistry, Physics and things like that
. (b) is that History is misleading and the things- some
History teachers teach us are not right to what really 
happened.
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Boy -14
Girl 11 
Boy 14
(a) "the freedom of choice when you reach the fourth year
(b) if you are late twice you have to stay late after 
school •
(a) I like my friends and work
(b) some of the teachers
(a) is work
(b) is not working
r
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7.9*3 ASPIRATIONS OF THE CHILDREN IN COMMUNITY SELF-HELP GROUPS
Again, if we combine success and, money with a general wish for 
self-fulfilIment we have a total of 9 (20$) in this, category. 
However the categories of Professional and Other Professional 
combined yielded the highest total number of responses in this 
overall area of aspirations; 23 (5®?o) of these, children hoping 
for a professional career of some kind, including 7 who hope to 
be doctors, 6 scientists, 4 teachers and only 1 nurse. There were 
no children in this group who saw themselves in skilled or semi­
skilled work, but 3 saw themselves in manual work.
WHAT CHILDREN IN THE COMMUNITY SELF-HELP GROUP HOPED TO 
, ACHIEVE ... SOME DAY
Boy 14 ... do what I like and get married to have 2 or 4
children with a nice girl
Girl 13 ... go to Barbados and live there
Girl 11 ... be a teacher or teach gymnast
Girl 11 ... be a singer
Boy 13 ••• leave school and be a games teacher
Girl 15 ••• travel around the world and meet a lot of Reggae stars
Boy 12 ... be an electrition
Boy 10 ' ... be a doctor
Boy 14 ... be an Army Officer
Boy 11 ... be a doctor
\ Girl 14 ••* become an air hostess
Girl 15 ... to be a physiotherapist to help people in need.
I know I will need somebody someday.
Girl 11 ... to be a doctor of medicine
f
Girl 15 ••• have a very good job with reasonable pay
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Boy.14 ... be an engineer of some sort
Boy 13 be a fanner in Jamaica
Boy 14 ••• a social worker
.... I would like a good job with an acountent, and work 
for my living
Girl 10 ••• go to university
(
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7.9*4 ATTITUDES TO PARENTS AND HOME OF COMMUNITY SELF-HELP GROUPS
. (a) TO A CHILD PARENTS ARE...
(b) WHA.T. I LIKE MOST ABOUT HOME ...
Boy 13
Boy 15 
Boy 14 
Boy 12 
Girl 12 
Boy 14
Girl 10 
Girl 11 
Girl 11
fa'} I think parents are very kind to their children 
vb) I like most about home because I like them. They is 
no place like home
Girl 15
Girl 14 
Girl 15
(a
(to
a
b
(a
(to
(a
■(to
(a
(to
(a
(to
(a
(to
(a
(to
(a
(to
(a
(to
nice and they care for the children
is my parents are good to me and I get what I Want
everyone are different, they are good and bad persons 
I could never have a better set of parents than I have
very.helpful 
my music
to go to
it has got nice things in.it
not all that good except for looking after children 
I like food, and the house and my baby brother and 
sister
kind and helpful 
I like my food at home
very helpful and obidiant
•is that I can watch television and have a bed to sleep
security, love, knowledge sence of belonging, happiness 
is that I have parents who love me and do not neglect 
me for something else. And the thing I like most of 
all is happiness
security and love
my Mom and brother love me and we care for each other 
and we can always have a good laugh
bossy
the warmth and security
someone they can turn to for help. To protect them
from danger and lead them in the right way
my parents are alway there when I need them most of all
f
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Girl 10 (a:) nice and helpful
(b) is that I can do homework and watch television
Girl 12 fa} I do not no
(b) is my bed and how I live
Girl 11 (a) kind and thoughtful. And they always think whats best
for their child
(b) is that I get warmth and comfort from everyone in my 
family
(
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7.10 S; U M M A R Y
This chapter dealt with the community response to the under­
achievement of West Indian children in schools. This has led 
. to the development of Saturday/Supplementary schools which take 
two forms:
1 OFFICIAL funded and supported by. central or local government
2 SELF-HELP springing up at grassroots level, run by parents or
other community leaders; self-financing
The implications of official or self-help status were discussed; 
the organisation, management and financing of the two types of 
Saturday school were outlined. Information was provided relating 
to contact between weekday and official schools, the role of 
professional teachers in these schools, discipline, teaching 
methods, aims and objectives. The reasons why children go to 
these schools was also discussed. There followed a description 
of the two types of project with details of.the research findings.- 
The overall impression created by the children in this group is 
of high motivation and ambition and a belief in the ability to 
succeed through hard work. On the whole they are very appreciative 
of what, parents are trying to do for them. Even though they can 
be critical of parents, they tend to modify their criticisms by 
expressions of understanding. The suggestion (Times Educational 
Supplement, -24.2.78) that these groups encourage children away 
from their parents was not borne- out by the children in this study. 
These children made 9 negative and 48 positive statements about 
parents. <
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.Attitudes to school are positive in terms of wanting to get 
a lot.out of school but again criticism of teachers, their 
attitude and the exercise of power of children is very strong. 
The self-concept score of the group on one Piers-Harris self- 
concept test is average; self-esteem as indicated by the Ziller 
Belf-Bocial construct tasks is high and on the whole children 
write about themselves in a positive; hut critical fashion.
f
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C H A S  T E R E I G H T 
INTRODUCTION
This chapter introduces the comparison group of eighty-nine 
West Indian children in primary and secondary schools and presents 
the research findings for each group. We then go on to compare the 
self-concept and attitudes of each of the four groups in the sample.
It is important to remember that the-main objectives of the 
community supplementary schools are academic; they-aim at improved 
attainment, through the use of teaching methods which they believe 
work best with West Indian children. They also have social and 
cultural objectives, but their over-riding concern is with helping 
West Indian children to achieve better in schools. They argue that 
it is the school system which is to blame for the poor performance 
of West Indian children in English schools which by teaching methods 
and bias*^attitudes discriminates against these children. Within the 
West Indian community the significant' response to low attainment has 
been the development of supplementary schools, aimed - literally - 
at *supplementing* the poor schooling which West Indian children 
receive in schools.
But the main concern of teachers, theorists and researchers in 
this area has been with the self-concept and self-esteem of these 
children, which they believe holds the key to low attainment.
Hence the underlying rationale of the concern with self-concept is 
the desire to change attitudes, in general, and attitudes to school 
in particular. T^he data presented here shows quite clearly that there 
are no major differences amongst these children in terms of self­
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concept, self-esteem and other ’self-attitudes*. (The only slight 
difference to emerge is between girls and boys, rather than between . 
enriched and non-enriched groups.) However, there are major 
differences between groups in Attitudes to School, varying from 
64-67$ of the children in the Supplementary Schools seeing schools 
as being for intellectual purposes to 54$ of children in the school 
’E* (enrichment) and only 35$ of children in the comparison group. 
Likewise with regard to Aspiration - the overall pattern emerging 
is one of more positive attitudes towards school and higher aspiration 
of children in the Supplementary School-groups, irrespective of self- 
concept scores. Although high aspiration is related to age for 
children.in the comparison group and to sex, girls being: overall 
more ambitious than boys. The children in the school-based enrichment 
group were the least ambitious of any group; only 9 out of 76 (11*8$) 
aspired to a professional-type career as compared with 25 out of 89 
(28$) of the comparison group and 34 out of 99 (34«3$) of the 
Community-based groups.
Because of the belief that family relationships influence the; 
development of feelings of self-worth and that poor family relation­
ships and parental indifference affect the aspiration and performance 
of children in schools more than any other single factor, we examine 
the information on attitudes to parents and family life of these 
children. The. data do not lend support to the view that these West 
Indian children are ’alienated* from their parents to any significant 
degree - the main negative feature of parents being ’restrictions-on
freedom’ mentioned by 21 (8$) of the complete sample and almost 
( <
exclusively by girls. Conversely, there were 240 (91$) positive
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appraisals on the role of parents, the highest number being 114 
(43$) who thought that the sentence TO A CHILD PARENTS ARE. • • 
should be completed "people who give you love and kindness’’*
In terms of our earlier analysis of Black Culture and Conscious­
ness and the aims of therapeutic/developmental schooling, we may 
see the Community groups (especially the self-help ones) as being 
the inheritors of the cultural nationalists who believe fiercely in 
the ability of black people to survive and succeed in a white 
.world. We may see the. school-based groups as trying to fulfill the 
aims expressed in Coopersmith*s rationalisation of *emotions in the 
classroom* — we have seen that both these approaches aim to stimulate 
and motivate children to achieve and attain more in schools; the 
therapeutic (Coopersmith, 1974; Rogers, 1951) approach stresses 
self-fulfillment and other developmental goals. The black community
stress hard work and •formal* teaching methods. The results of the 
research reported here tends to support the latter approach in terms, 
of developing positive attitudes to school and high aspirations in 
West Indian children.
f
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THE COMPARISON GROUP
1 School A - Girls1 Comprehensive (3rd year: 14-15)
2 School B - Boys* Comprehensive (3rd year: 13-15
3 School C - Pinal year Primary class (10—1
1. GIRLS * COMPREHENSIVE (14-15 years)
This is an ex-secondary modem school in a very racially mixed 
area of London, including high West Indian population. The 
school buildings impress one as old and somewhat dilapidated.
There are several wooden prefab buildings, housing additional 
classrooms. There is a Social Worker attached to the school, 
which can usually be regarded as a sign that the school has 
serious problems. The school has a poor reputation and is not 
the first choice of school for any of the groups who live in the 
area; particularly amongst West Indian parents. It has a falling 
roll and will probably be closed or amalgamated with another
school in the next 5-10 years. Its future is by no means secure.
My contact with this school followed the conventional pattern - 
by which I mean I approached the Headmistress who was very 
interested and agreeable to my carrying out the survey amongst 
the third year girls in her school. The school has between 50 
and 55i<> West Indian pupils.
TABLE 8a Attitudes to School of School A (N = 30)
WHAT I LIKE. MOST ABOUT SCHOOL ....
Statement
Category No.of responses (%)
Intellectual 14 (47)
Physical ’ 3 (10)
Manual 2 (7)
Social 11 (37)
Moral
Advancement 1 (3)
Emotional security 4 ■■■..'■ (13)
.Freedom ■ -
Friendship 11 (37)
Sense of competence —
Support from adults
Identity with group
Sense of purpose
(3)Place of safety 1
Everything -T .
Functional/material
TABLE 8b WHAT I DISLIKE MOST ABOUT SCHOOL....
Statement
No.of responses (%)Category;
Absence of- challenge —
(13)Bad teaching 4
Attitude of teachers/ 
dislikes teacher
12 (40)
Power of teachers 10 (33)
Dislikes everything 1 (3)
Lack of achievement -
Absence of (or poor) 3 (1.0)
facilities
Bullying, being picked on 4 (13)
Disruption 1 (3)
School dinners/uniform 1 (3)
Racism/prejudice , - .
Dislikes nothing 1 (3)
A particular subject 2 (7)
TABLE 8c Aspirations of School A (No/E group) 
SOME'DAY I WOULD LIKE TO.... .
Statement
Category No.of. responses (%)
Success, money 6 (20)
Achievement -
Travel: General 4 (13)
... West Indies 1 (3)
... America 2 (7)
... Africa -
Occupation: Doctor 1 (3)
... Teacher 2 (7)
... Nurse 2 (7)
... Scientist 2 (7)
... Skilled/semi-skilled 4 (13)
Manual . -
... Entertainment 4 (13)
... Football —
Marriage and family 2 (7)
Self-fulfilment 6 (20)
Other professional 2 (7)
TABLE 8d Attitudes to Parents 
TO A CHILD PARENTS ARE...
Statement
Category No .ofresponses(%)
POSITIVE:
Guardians 6 (20)
Protectors 2 (7)
Providers 2 (7)
Helpers and supporters 4 . (13)
Givers of love and kindness 15 (50)
Moral guidance 1 (3)
Being relaxed, feeling at • -
ease
Freedom . -
NEGATIVE:
Cruelty 1 (3)
Unfair punishments ' -
Bullying, humiliating
Restrictions 3 (10)
Rejection 1 . (3)
General negative 6 (20)
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TABLE 8e WHAT I LIKE MOST ABOUT HOME... .
Statement
No . of responses (%)Category
Intellectual
Physical 1 (3)
Manual ; •-
Social 1 (3)
Moral -
Advancement -
Emotional security 11 (37)
Freedom 3 (10)
Friendship -
(3)Sense of competence ' 1
Support from adults —
Identity with family 14 (47)
Sense of purpose —
(30)Place of safety 9
Everything —
(20)Functional/material 6
SELF-CONCEPT:
The PH score of this group: mean score of 47.6, S.D. 9.4.
The Ziller self-esteem score was 11.9, S.D. 3.0 and the 
sentence completion score was 3,8, S.D. 0.8
N.B. Piers-Harris mean score out of 80 item test highest possible 
score 80 (American norm 55.)•
Ziller mean score out of 3 x 6 item test highest possible score 18. 
(No norm available).
Sentence completion 2-item test: 2 = high; 4 = average; 6 = low self­
esteem.
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2. SCHOOL B - BOYS* COMPREHENSIVE (13-15 years)
This is a purpose-built boys* Comprehensive School which has never 
reached its full complement of boys - having been built to accommodate 
1,300 and never exceeding the 800 mark. The Headmaster sees himself 
as upholding traditional standards of work, dress and behaviour.
The school is associated with d Special Education Project, i.e. a 
centre for children with *problems *; many West Indian children, who 
make up between 35~40% of the school, are referred to this centre 
for disruption; the English children tend to be referred for truanting. 
The workers at the centre told me that the centre could easily become 
"all black" but they maintain a spread of ’problems* and thus a 
spread of race by insisting on a variety of referrals. It is 
interesting to note that the Headmaster was very reluctant to discuss 
the centre and told me that the links were not ’very strong’. But I 
later found out that the teachers and workers at the centre had 
struggled for autonomy and separation 'from the school against the 
Headmaster’s wishes; he originally wanted the centre as a unit within 
the school grounds and under his control. Yet when I spoke to him at- 
length on three occasions he insisted that there were no special 
problems in his school amongst any of the different groups; in our 
third interview, when he had still not mentioned the centre, I asked 
him about its role and its connection with the school; it was then 
that he explained to me that the links were ’not very strong’ and that 
the centre helped a small number of boys who were experiencing 
particular personal problems - more or less an extension of the 
pastoral care system. t .
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I tried to find out from the Headmaster why the school had 
never been completely full. He explained this in terms of its 
single-sex education - which he said was less popular with parents 
than before. He also said that there was a problem about catchment 
area, which means that parents who might prefer a boys 's school 
were unable to send their boys there, as it was outside their area. 
He thought that a boys' school should cater for a wider geographical 
area and offer parents more choice•
f
ATTITUDES TO SCHOOL OF SCHOOL B (No./E) N = 24 
TABLE9a WHAT I LIKE MOST ABOUT SCHOOL.. . . ■
Statement-
Category : No.of responses (%)
Intellectual 4 (17)
Physical 7 (29)
Manual 2 (8)
Social 7 (29)
Moral . 1 (4)
Advancement -
Emotional security 1 (4)
Freedom 6 (25)
Friendship
Sense of competence 1 (4)
Support from adults -
Identity with group -
Sense of purpose -
Place of safety -
Everything ■ —
Functional/material
TABLE 9b WHAT I DISLIKE MOST ABOUT SCHOOL. ...
Statement
Category No.of responses (%)
Absence of challenge
Bad teaching 1 (4)
Attitude of teachers/ a (aa'i 
dislikes teachers
Power of teachers 7 (29)
Dislikes everything 3 (13)
Lack of achievement "• -
Absence of (or poor)
facilities
Bullying, being picked on
Disruption 1 (4)
School dinners/uniforms 1 (4)
Racism/prejudice -
Dislikes nothing 2 (8)
A particular subject
ASPIRATIONS OF SCHOOL B (No/E) N = 24
TABLE 9c SOME DAY I WOULD LIKE TO....
Statement
Category No.of responses (%)
Success, money 6 (25)
Achievement 1 (4)
Travel: General
... West Indies 3 (13)
... America —
... Africa 1 (4)
Occupation: Doctor —
... Teacher _
... Nurse _ ■ ■
... Scientist _
... Skilled/semi-skilled 1 (4)
... Manual ■ —■.
... Entertainment • — ;
... Football 1 (4)
Marriage and family 2 (8)
Self-fulfilment 9 (38)
Other professional • 3 (13)
ATTITUDES TO PARENTS, AND FAMILY LIFE OF SCHOOL B' 
TABLE ;.'9d TO A CHILD PARENTS ARE...
Statement
Category
No .of responses (%)
POSITIVE:
Guardians 1 (4)
Protectors 1 (4)
Providers 1 (4)
Helpers & supporters 2 (8)
Givers of love & kindness 7 (29)
Moral guidance 1 (4)
Being relaxed -
Freedom 1 (4)
NEGATIVE: '
Cruelty
Unfair punishment
Bullying, humiliating 1 (4)
Restrictions -
Rejection -
General negative 3 (13)
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ATTITUDES TO FAMILY LIFE OF SCHOOL B
TABLE 9e WHAT I LIKE MOST ABOUT HOME...
Statement
Category No.of responses (%)
Intellectual 
Physical 
M anual 
Social 
Moral 
Advancement 
Emotional security 
Freedom 
Friendship 
Sense of competence 
Support from adults 
Identity with family 
Sense of purpose 
Place of safety 
Everything 
Functional/material
6 (25)
1 (4)
1 (4)
3 (13)
1 (4)
1 (4)
1 (4)
3 (13)
5 (21)
1 (4)
5 (21)
SELF-CONCEPT
The Piers-Harris self-concept score of thi-s. group was 
44.2, S.D. 11.0; for the Ziller self-esteem item it was 
12*9> S.D. 3«4 and for the sentence completion items it; 
was 4.1 S.D. 0,8
<
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3 SCHOOL C FI M L  YEAR PRIMARY CLASS
This school is a nineteenth century building, very run 
down and badly in need of modernisation. There are at 
least 80% West Indian pupils, and a West Indian male senior 
member of staff. The Headmaster was very reluctant for me to 
. do the research in his school; he felt that there is much too 
much *uselessf research done and that there was nothing special 
about his school that warranted it being included in my 
research project. He did not feel strongly enough to object 
completely and grudgingly consented, provided I got the 
required L.E.A. permission and took no more than 45 minutes 
to complete, all the work. Fortunately the day of the test he 
was away at a meeting and I found the staff extremely helpful 
and co-operative, which made for a more pleasant atmosphere in 
which to carry out the research.
Although I had been warned to expect difficulties during the 
test, as many children had reading problems, in fact most of 
the children finished in the expected time of half an hour 
and there were no particular difficulties over reading the test. 
Many of the teachers were extremely curious to know what the 
children had written and because the two classes were being 
tested simultaneously for a short while (due to overlap) I 
could not be present throughout the final minutes of the first 
session. I found the supervising teacher reading through, the 
test (he had heard me tell the kids that no teachers would 
• ' 7
496
see the test) and. he expressed great surprise at some of the 
things the children had written in the sentence completion#
Some teachers added further information on to the questionnaires 
as they were handed in, or made comments about individual 
children: "Regular truant”, "horn liar", "Difficult family background, 
no.father/mother at home"# This was in spite of the fact that 
I constantly stressed that I did not want any ’school information* 
on the children# It seemed to me that some teachers were 
worried that I might get the wrong impression, by believing 
children who were b o m  liars and those whose family background 
made them unreliable sources of information# This problem of 
teachers* curiosity about the test information, although present 
in some degree in most schools (but no community projects) was 
especially striking amongst teachers in this primary school.
f
ATTITUDES TO SCHOOL OF SCHOOL C (No/E) N = 35
TABLE 10a WHAT I LIKE MOST ABOUT SCHOOL....
Statement No 
. Category
.of responses (%)
Intellectual 17 (49)
Physical 13 (37)
Manual 8 (23)
Social 5 (14)
Moral -
Advancement 4 (11)
Emotional security -
Freedom 2 (6)
Friendship —
(9)Sense of competence 3
Support from adults
Identity with group ( —
Sense of purpose —
Place of safety *•
Everything
Funcational/material
TABLE 10h WHAT I DISLIKE MOST ABOUT SCHOOL....
Statement .. -
Category No. or responses
Absence of challenge
Bad teaching 1 (3)
Attitude of teachers/ 
dislikes teachers 7 (20)
Power of teachers 5 v (14)
Dislikes everything
Lack of achievement _ .
Absence of (or poor) 
facilities 2 (6)
Bullying, being picked on —
Disruption ■ —
School dinners/uniform 2 (6)
Racism/prejudice 1 (3)
Dislikes nothing 5 (14)
,A particular subject 10 (29)
f
ASPIRATIONS OF SCHOOL C (No/E) N = 35 
TABLE 10c SOME DAY I WOULD LIKE TO...
No.of responses (%)
Success, money 1 (3)
Achievement
Travel: General 1 (3)
... West Indies 6 (17)
... America 2 • (6)
... Africa 2 (6)
Occupation: Doctor 5 (14)
... Teacher 4 (11)
. *■'. Nurse 2 (6)
... Scientist
... Skilled/semi-skilled 4 (11)
... Manual 1 (3)
... Entertainment 2 (6)
... Football 3 (9)
... Marriage and family . — •
(17)Self-fulfilment 6
Other professional 2 (6)
N.B. This primary school group supplied 5 of the 6 would-be 
doctors in the total comparison group, the sixth being a girl 
in the comprehensive school. ‘
TABLE 101 ATTITUDES TO PARENTS
TO A CHILD PARENTS ARE... • •
Statement
Category No. of responses (%)
POSITIVE:
Guardians 1 (3)
Protectors 1 (3)
Providers 5 (14)
Helpers & supporters 4 (11)
Givers of love & kindness 24 (69)
Moral guidance —
Being relaxed
Freedom —
NEGATIVE:
Cruelty -
Unfair punishment -
Bullying, humiliating -
Restrictions -
Rejection ^ V
General Negative 1 (3)
ATTITUDES TO FAMILY LIFE OF SCHOOL C N = 35
TABLE 10e WHAT I LIKE MOST ABOUT HOME...
Statement
Category No.of responses (%)
Intellectual
Physical 6 (17)
M anual
Social 3 (9)
Moral ' -
Advancement -
Emotional security 7 (20)
Freedom 1 (3)
Friendship
Sense of competence 2 (6)
Support from adults — ■
Identity with family 9 (26)
Sense of purpose —
Place of safety 6 (17)
Everything 5 (14)
Functional/material 9 (26)
The Self-Concept of School C (Primary Class): 
Piers-Harris score was 4-8*6, S.D. 9*2 
The Ziller self-esteem score was 11.9, S.D. 3.0 
Sentence Completion was 4»0» S.D. 0.8
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SELF-CONCEPT SCORES OF THE COMPARISON (No/e ) GROUP AND THE 
1INTERVENTION* GROUPS:.
The table below shows the self-concept/self-esteem scores of the 
School No *E* Group and the combined scores for all other groups*
It can be seen that the comparison group as a whole has roughly 
similar scores to the ’intervention* groups as a whole, except on 
the Ziller Self-Esteem item, where there is a difference of 1.1 in 
favour of the ’intervention* group•
It is interesting that the boys in School B have the highest 
Ziller score, even though their Piers-Harris score is the lowest 
of any group* Boys on the whole wrote very much less than girls, 
and boys seemed to find the written word more difficult to cope 
with. On both written items, Piers-Harris and.sentence completion,, 
boys tended to respond in a less positive manner; in the Ziller item 
boys consistently scored higher than girls in all groups* It is 
difficult to know how far this was simply an exercise of male 
preference for symbols and female preference for words* In any 
even, the differences were small.
TABLE 11 (a) Piers-Harris Children’s Self-Concept scale
(b) Ziller self-social construct task
(c) Sentence completion ’self* items
Group Nos. (a) 0 0 " 00
mean S.D. mean S.D. mean S.D.-
School A 
(girls 14-15)
30 47-6 (9.4) 11*9 (3.0) 3.8 (0.8)
School B 
(boys 14-15)
24
CM* (11'.0) 12*9 (3.4) ■ 4.1 (0.8)
School C < 
(boys and girls
10-11)
35 48.6 (9-2) 11 *9 ■(3-0)'- 4.0 (0.8)
Total Comp•Gp. 69 47.0 (9.8). 12.0 (3.0) 3.9 (0.8)
All other gps. 178 47-9 (9.4) 13.1 (3.2) 3.8 (0.8)
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Comparison Group Responses to the Sentence Completion 'self* stems
(a) NOW AMD AGAIN I REA.LISE THAT I ... .
(b) WHAT I LIKE MOST ABOUT MTSELF ...
(c ) SOMETIMES WHEN I THINK ABOUT MYSELF . . .
(age group 10-15)
Boy 11 (a) I have been a bit unkind
(b) is my swimming
(c) I feel a bit funny
Girl 14 (a) I am getting bad
(b) is that I am getting pretty and intellegante
(c) I think that I am getting beautiful every day
Boy 14, (a) not thinking right
(b) is that I got brains
Boy 11 (a) I must try harder at my work
(b) I think good will be with me and I kind of like me God
(c) I feel bad and sometimes I feel good
Girl- 14 (a) hate my family and my mum doesn’t try to understand
what I feel ' . •
Boy 13 (a) I.am very popular with girls
(b) is my way of getting girls
(c) I am very nice
Girl 15 (a) bully some of my friends
(b) is- my hair 
■(c). I think I am very lucky
Girl 11 (a) I am being very bad
(b) is my hair
(c) I think I am very lucky
(c) superior
b) to be the way I am
c) I am a good girl
Girl (a) eat too much .
(b) is that I could make a lot of friends and a lot of 
people like me
(c) I say I wish I was not fat
f
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Boy 14., (a) (something illegible)
(b) sports and brains .
(c) I think I’m the Greatest
Boy 10 (a) work to slow
(b) I .alway speak things
(c) I’m selfish
Girl 10 (a) might not have the brains to be a teacher
(b) is my fingernails 
. (c) I wish I was more brainy than I am
Girl 10 (a) Behavor and not show off in front of my friends and
be a good girl
(b) I am a pretty girl and I like to stay that -way and 
become prettyer
(c) I am not sure what I am doing
Boy 13 (a) I will not get a job if I don’t do my work at school
, 0>) everything, the way I make friends easily, especially
with girls '
(c) I think how fantastic I am and brilliant and great etc.
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8.3.2 ATTITUDES
(a) WHAT
(b) WHAT
Boy 11 
Girl 14
Boy 14 
Boy 11 
Girl 14
Girl 14
Boy 13 
Girl 15 
Boy 10 
Boy 14 .
Girl 10
• Girl 10 
Boy 13 
Girl 15
TO SCHOOL OF COMPARISON GROUP
I LIKE MOST ABOUT SCHOOL ...
I DISLIKE MOST ABOUT SCHOOL:...
(a) is the way they help you to learn
(b) the school dinner
(a) is that I know a lot and I cannot get into trouble for 
. being somewhere else
00" is the teachers put you on report for the least little 
things you do
(aV friends and to learn about things •
(b) dinner and some teachers
(a
'0>
(a
0>
(a
0>
(a
ft
(a
ft
(a
ft
(a
ft
(a
ft
(a
ft
(a
ft
(a
ft
most of the books are good to read you get a good education 
nothing .
to be able to get qualifications and go and get a trade 
some of the teachers when you are in class you are good 
but they give me a bad report
is the teacher and the lessons I pick up and when we go nut 
is when they are fights, and when teachers shout at you 
for nothing
is games
is the TEACHERS (■
lessons with cheerful teachers
the way the teachers report you for the - smallest thing 
learning about things
is wakeing up in the morning and short winter holidays
friends .
dinner and some teachers
is when we have games and needlework and when the- teachers 
are kind
is when the teachers are bothering me
is when the teacher is not cross and we can injoy the day
nothing
everything
< ' , ' 
is meeting your friends and going to subjects you like and
getting on with the teachers . •
is that some pupils are bullies and think they can boss
you about.
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RESEARCH FINDINGS ON CHILDREN IN THE COMPARISON 
. GROUP AS A WHOLE (N = 89) '
(i) Attitudes to school: Tables I and II
, (ii) Aspiration: Table III „
(iii) Self-concept
(iv) Attitudes to parents and family life: Tables IV and V
TABLE 12a WHAT I LIKE MOST ABOUT SCHOOL. • • •
Statement
Category
School A 
(N = 30)
School B 
(N =24)
School C 
(N =35) Total (%)
Intellectual 14 4, 17 35 (39)
Physical • 3 7 13 23 (26)
Manual 2 2 8 12 (13)
Social H 7 5 23 (26)
Moral : - 1 1 (1)
Advancement 1 “ 1 2 (2)
Emotional security 4 1 4 9 (10)
Freedom ' ■- . . -
Friendship 11 6 ■ 2 19 (21)
Sense of competence ■ — — ' — - - ;
Support from adults - 1 3 4 (4)
Identity with group - ,. _. • -
Sense of purpose 1 . - - 1 (1)
Place of safety - -
Everything - ; -
Functional/material
" '
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TABLE'12b WHAT I. DISLIKE MOST ABOUT SCHOOL....
Statement School A School B School C Total K )Category
Absence of challenge . . . _
(7)Bad. teaching 4 1 • 1 6
Attitude of teachers/ 
dislikes teachers
12 8 7 27 (3 0)
Power of teachers 10 . 7 22 (25)
Dislikes everything 1 • ' 3 4 (4) .
Lack of achievement ' — ' ' - - ■; ■ —
Absence of (or poor) 2 5 (6)facilities
Bullying, being picked on 4 - A (4)
Disruption 1 1 - 2 (2)
School dinners/uniform •1 1 2 4 (4)
Racism/prejudice - .. - 1 1
Dislikes nothing 1 2 5 8 (9)
A particular subject 2 — 10 12 (13)
(
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ASPIRATIONS OF THE COMPARISON (No/e ) GROUP
TABLE T2c
SOME DAY I WOULD LIKE TO....
Statement
Category
School
A
School
B
School
C Total (fo)
Success, money 
Achievement 
Travel: General .
•.• West Indies
••• America
•.. Africa
Occupation: Doctor
••• Teacher
•.• Nurse
••• Scientist
••• Skilled/semi-skilled
••• Manual
••• Entertainment
• • • Foot "ball
Marriage and family
Self-fulfillment
Other Professional
6 : 6 1 13 (14
-  : 1 ■ - 1 (1
4 • — ' 1 5 (6)
1 3 6" ‘ 10 (11
2 - 2 "4. (4)
■— 1 ■ 2 3 (3)
1 - 5 6 (7)
2 - 4 6 • (7)
2 — 2 4- (4
2
4 ; 1 4
2
9 : d(oi
- -  - 1 1 (1)
4 - 2 6 (7)
■— 1 3 4 (4)
2 2 — 4 (4)
6
2
9
3
6 
’ 2
21
7 (?S!
r
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ASPIRATIONS OP COMPARISON GROUP
SOME DAY I WOULD LIKE TO....
Girl 10 be a nurse to help people in all the ways I can
■ ■ and hope they injoy .
Boy 11 be a good football player
Girl 14 be a secretary or typist
Boy 14 back to country JAMA (crossed out) very rich
Boy 11 be a doctor and help the sick .
Girl 14 go to the West Indies.and become successful
Girl 14 go on a very long holiday .
Boy 13 have a lot of ??
Girl 15 be a PE teacher
Girl 11 be a doctor or a tennis player
Boy 14 be rich and go anywhere I like and of course help people
Boy 10 work with my father at his work place
Girl 10 be a teacher
Boy 13 ' my woman called Shelia because she*s so nice
Girl 15 have a car, with my mates, share a flat together and
enjoy life, go around Europe and most of all have a 
* pleasant job
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8.3.4 ATTITUDES TO PARENTS AND HOME OF COMPARISON GROUP
(a) TO A CHILD PARENTS - ARE ...
(b) WHAT I LIKE MOST ABOUT HOME ...
Girl 10 (a) I love my parents very ;much and I wish to stay
home until I get married 
(b) I like to play about with my parents and have fun
Boy 11 . (a) very kind '
(b) that it is comfortable
Girl 15 (a) important
(b) is that everybody cares for each other
Boy 1.4 . (a) good .and friendly
(b) it’s quite friendly and warm
Boy 11 (a) nearly everything one could hope for
(b) loving parents and a nice mother
Girl 14 (a) silly and don’t understand you
(b) it is cosy
Girl 14 (a) kind sometimes and sometimes horrible
(b) is that we go out a lot ... get money and. buy things
Boy 13 (a) very close friends
- • • .(b ) is TV •
. Girl 15 (a) a guard or someone to protect them
(b) it’s comfortable *and homely
Girl 11 (a) one of the most important things in life
(b) that, we keep it as tidy as we can
Boy 14 (a) good
(b) it’s cool
Boy 10 (a.) there life
(b) is that I can always see niy parents.
Girl 10 (a) kind, good and they care for you
(b) is because it is safe
Boy 13 ■ (a) sometimes a nuisance and they still think you’re
babies you can’t do this and you can’t do that
(b) the record player
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Girl ,15 (a) loving and-understanding at times
(t>) is that 'I'm at home and I'm with my mother and sisters 
and parents and I've got most of my freedom
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ATTITUDES TO PA REM'S AND FAMILY LIFE 
TABLE 12d - TO A CHILD PARENTS ARE....
Statement
Category
School
A
School
B
School
C Total d )
POSITIVE:
Guardians
Protectors
Providers
Helpers & supporters 
Give rs of 1 ove and 
kindness 
Moral guidance 
Being relaxed 
Freedom '
NEGATIVE: .
Cruelty
Unfair punishment 
Bullying, humiliating 
Restrictions 
Rejection 
General Negative
6 1 1 8 (9)
2 ; 1 1 4 (4)
2 1 5 8 ■* (9)
4 2 4 1° (11)
15 ; 7 24 46 (52)
1 1 - - 2 (2)
- 1 — 1 0)
1 — 1 (1)
■~ 1 1 (T)
3 ■ - 3 3
1 — • — 1 (1)
6 3 1 10 (11)
TABLE 12e WHAT I LIKE MOST ABOUT HOME ...
Statement 
■ Category
School
A
School School
C Total («
Intellectual •—
Physical 1 6 6 13 (15)
• Manual - ' . - — - . •-
Social 1 - . 3 4 . (4)
Moral - ' 1 - 1 1Advancement _ 1 - 1 ,(1Emotional security 11 3 7 21
Freedom 3 1 1 5 6Friendship - 1 - ■ 1
1Sense of competence 1 1 2 - 4 ■ (4)
Supp o rt from adult s ■ -• . - . ■ - ■ -
1 Identity with family .14 3 9- 26 (29)
Sense of purpose - . — ■
Place of safety - 9 5 6 20 (22)
Everything - . 1 5 6 (7 )
Functional/material 6 5 : 9 17 (19)
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8.4 SUMMARY OF FINDINGS ON COMPARISON.GROUP N = 89
1. SEIF-CONCEPT
The self-concept score was similar to that of the' intervention 
groups• .
2. (a) Attitudes to School: negative, only 35$ liked school for
its intellectual reasons, whereas nearly half (48$) liked it
for Friendship and Social reasons; 23% for ’physical* (sports, 
games) reasons. • •
(b) Teachers: 55% of pupils dislike teachers, teachers* attitudes 
and the power of teachers. Children in the primary school 
(School C) were the less critical and negative towards teachers: 
12 replies (34 %) included references to dislike of teachers as
compared with 22 (73%) in the girls* comprehensive (School A)
and 15 (63$) in the hoys* comprehensive (School B). *
3. ASPIRATIONS
Success, money/self-fulfillment account for the largest category of 
replies: 44 (49/0* Those aspiring to professional-type occupations 
account for 25 (28%); 13 (15%) o'f these occur in the primary school
group, 3 (3%) in the. hoys* comprehensive and 9 (10%) in the girls* 
comprehensive.
4- ATTITUDES TO PARENTS AND FAMILY LIFE ■
79 (89%) positive and 16 (18%) negative or critical statements were
made in completing the stem: TO A CHIKD PARENTS ARE....
( \ ■ • • ■
Similarly, home was seen by the' majority in ’expressive * terms:
21 (24%) liked home for its ’emotional security*; 26 (29%) for
511
identity with family; 20 (22%) "because of its safety and 13 (15$) 
for the opportunity to engage in physical tasks (including helping 
with housework and baby-sitting); 17 (19%) mentioned functional/ 
material reasons - having somewhere to live, features such as type 
of decorations, TV, record player, etc.
f
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8.5 DOES- "ENRICHMENT* MAKE A DIFFERENCE TO SELF-CONCEPT?
8.5.1 Hypotheses:
There were three main hypotheses. These state:
1 On an instrument devised to measure self-concept, West Indian 
children will have overall low self-concept scores;
2 Children taking part in cultural enrichment and other types of 
compensatory education projects aimed at improving their self- 
concept will have higher scores than those who have not;
3 Children who attend supplementary schools will have higher self- 
concept scores than those who have (a) been •compensated* or
00 received just ordinary education.
There were two subsidiary hypotheses:
4 West Indian children attending schools where the intake of 
black children is high (over 50%) will have higher self-concept 
scores than those where members of their group are in a smaller 
minority.
5 Overall, girls will have higher self-concept scores than boys.
f
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THE COMPLETE SAMPLE
TABLE 13 • N a 264
Group
Type
Girls Boys Age Total
School-based, 
enrichment 
(E) Groups
20 56 13-15 76
Community
(Official)
Projects
29 24 10-15 53
• Community 
(Self-Help) 
Projects
26 20 10-15 46
Comparison
Group
(School HE)
44 45 10-15 89
119 145 264
(
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SELF-CONCEPT/SELF-ESTEEM SCORES OF THE COMPLETE SAMPLE
The table below shows the self-concept and self-esteem scores of
each group with the scores of girls and boys listed separately.
TABLE 14 .
Group No. Age Piers--Harris Girls Boys
M S.D. M S.D. M S.D.
School E 76 13-15 45.5 (9.9) 48.4 (8.6) 44.5 (9-7)
Comm.Official 53 10-15 48.8 (9-6) 51.3 (7.5) 45.8 (11.2)
Comm.Self-Help 46 ; 10-15 49.5 (9-2) 51.9 (7.6) 46.5 (10.5)
School No/e 89 10-15 47.0 (9.8) 48.0 (9-4) 46.2 (10.2)
Group No. ‘ Age Ziller Girls Boys
M S.D* M S.D. M S.D.
School E 76 13-15 13.6 (2-9) 13.6 (3.4) 13.6 (2.8)
Comm.Official 53 10-15 12.9 (3.0) 12.9 (2.6) 13.0 (3.4)
Comm • Se lf-He lp 46 10—15 13.0 (3.8) 13.6 (3.8) 12.0 (3.6)
School No/e 89 10-15 12.1 (3.0) 11.7 (2-9) 12.6 (3.2)
PIERS-HARRIS
The lowest Piers-Harris group score was 45*5 obtained by the School *E* 
(Enrichment) group. The highest score on the Piers-Harris was 5-1 • 9 
obtained by girls in the Community Self-Help group, followed by girls 
in the Community Official group with 51*3. Girls in the School E and 
Comparison groups had similar scores. The highest boys* score was 46*5 
for boys in the Community^Self-Help group, followed by School No *E*
515
with ^6•2• The biggest difference, 7*4 points,is between the girls 
in the Community Self-Help group and boys in the School *E* group#
In terms of educational intervention, the girls in the school-based 
•E* group have virtually the same mean score as girls in the 
Comparison group and boys in the comparison group actually score 
slightly higher (1#7) than boys in the School *E* group.
ZILLER
On the Ziller item, the School *E* group obtained the highest mean 
score for any group, boys and girls having the same mean score of 13*6 
(total possible score 18). It is difficult to explain the discrepancy 
between the Piers-Harris and Ziller scores of the School *E* group, 
except to suggest that the nature of the items themselves elicit a 
particular type of response# Thus, although some children circled 
Piers-Harris negative-type responses, when faced with the Ziller 
circles and a collection of people, including themselves, they may 
then put themselves •first* sometimes, inserting facial features and 
writing fME* in the circle representing self# The findings for all 
other groups are fairly consistent between the two measures; it may.be 
that the explanation of the Ziller score for the School-based *E* 
group is simply, as Carlson (1970) has suggested, an indication of 
male preference for diagrammatic representation# There were 56 boys 
and 20 girls in the school ’E* group#
f
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Examples of Ziller self-esteem item:
The circles below stand for people. Mark each circle with the letter 
standing for one of the people on the list. Do this in any way you 
like but use each person only once and do not omit anyone.
P - someone who is failing . S - yourself
H - the happiest person you know SU - someone who is successful
K - someone you know who is kind ST — the strongest person you know
13 year old girl (high self-esteem, total score of 18)
ST
This child placed herself to the extreme left on all three items; she 
also achieved a raw Piers-Harris score of 63. (Mean Piers-Harris 
score for.girls was 49*7*) Her sentence completion items on ’self* 
were:
1 HOW A HD AGAIH I REALISE THAT I ... sometimes do not do as I should
2 WHAT I LIKE MOST ABOUT MYSELF ... I can get on with people and I 
try to help people when they need it
3 SOMETIMES WHEH I THIHK ABOUT MYSELF ... I wonder if I will grow up 
and be able to earn my own living. (She also wants 'to work for 
enough money and treat my parents to a trip to the West Indies'.)
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Boy 15 years (average self-esteem, score of 12)
SU ST
Piers-Harris Score 75 (mean Piers-Harris score for boys: 45*3)• 
Sentence completion:
1 HOW A HD AGAIH I REALISE THAT I ... am. handsome
2 WHAT I LIKE ABOUT MYSELF MOST ... my hair
3 SOMETIMES WHEW I THIWK,-ABOUT MYSELF ... I don’t 
He also wants ’to he famous’.
Girl 14 years (low self-esteem, total score of 4)
SUST
Raw Piers-Harris Score of 74 (mean Piers-Harris for girls: 49*7) 
Sentence completion:
1. HOW A HD AGAIH I REALISE THAT I ... am growing up and that now 
responsibility is held on me
2 WHAT I LIKE MOST ABOUT MYSELF ... is that I am not dependent and 
independent. I’m just me
3 SOMETIMES WHEW I THIWK ABOUT MYSELF ... I wonder if what I want 
to be would come through but it will only come through if I work 
at it •
She also want to ’become an actress, I would like to sing, too.
I like banking’. ,
It is difficult to account for the low self-esteem score of this girl,
except to hazard a guess that it probably reflects her uncertainty
about possible success or failure in future life.
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Ziller takes self-esteem to be the value which one places on the
perceived self: "Self-esteem is the individual’s perception of his
worth” (Ziller, 1973); he also postulates the high self-esteem is
a facet of the self-concept "which enables the person to persevere
during information processing periods involving data relevant to the
self"* Whereas persons with low self-esteem do not possess this well— .
developed conceptual buffer for evaluative stimuli,, the person with
low self-esteem is field dependent; the individual’s behaviour is
directly linked to environmental circumstances* It is clear that an
analysis of black personality and self-concept which takes into
account the African perspective would expect to find people of African
origin living in the Americas and Britain being ’field dependent’ for
self-evaluation, if by ’field dependency’ is meant the. objective
evaluation of one’s own socio-economic status, or the socio-economic
status of the group of which one is a member* It is this assumption
which has led to so much misunderstanding and confusion in theories
about black self-concept* Theorists have assumed that self-concept is
related to objective ’knowledge’ about oneself and one’s group* But
since one’s objective position is dependent on factors largely outside
one’s own control, it is difficult to support the logic of this
deduction* We cannot assume that the individual uses objective
knowledge about socio-economic status or the overall position which
has been assigned to her group as a basis for her own self-evaluation*
Stack.(1974)» in an anthropological study of lower-class black families,
showed the adaptive strategies which these families used to survive
and showed how their criteria for self-evaluation differed from the 
f
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welfare and other officials with whom they came into contact•
Willis (1978), in his study of ’motorcycle* and ’hippie’ cultures, 
showed how groups develop their own criteria for evaluating self and 
others; often these are not only different from, hut can be in 
conflict with established ’norms*. Any such ’field dependency’ 
would result in negative self-concept and low self-esteem as it 
would inevitably be a reflection of the negative value placed on 
the group by the dominant society.
Ziller’s self-esteem self-social construct task is made up of 6 
items where the subject places her/himself along a horizontal line 
with significant others: the self-concept score is the sum of the 
scores on each task; the further to the left the subject places 
herself, the higher the self-esteem. I used only three self-esteem 
tasks as preliminary testing showed that some children felt that one 
was trying to ’trick* them by repeating the same question in different 
ways and there was a tendency for boredom to set in at this point. 
There seemed nothing to be gained by extending the test by including 
all six items.
HYPOTHESIS 1
(a) Piers-Harris Children’s self-concept scale
The mean Piers-Harris self-concept score of the total population of 
children between the ages of 10 and 15 years was 47*2, S.D. 9*7 
(33 percentile). Piers-Harris states that average scores are those 
between the 31st and 20th percentile Or raw scores of between 46 to 
60. Piers-Harris gives the mean of his normative sample (based on 
1183 public schpol children 8-13 years old) as 51*84 and a.standard
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deviation of 13*87. But they add this caution ••• "Like many 
personality instruments these measures of central tendency reflect 
negative slowness or the tendency of the general population to respond 
in ai generally positive fashion," (Piers-Harris manual, 1976)* On 
the other hand, Wylie (1976) has expressed general concern over rating 
scales which ’confound* unreliable responding with poor self-regard.
She expressed the view that a random response would result in a score 
of about 40 and quoted Piers* (1964) research where 20^ of subjects had 
this score. I was aware of this problem of unreliable response,on a 
fixed response 80 item scale and it was for this reason that other 
types of tasks were included. However, if we accept the Piers-Harris 
self-concept test as a valid and reliable instrument for the purpose of 
research we have to conclude that Hypothesis 1 was not supported for 
this group of West Indian children scored within the average range on 
this instrument. It must be said that many children objected to the 
Piers-Harris test because of having to reply YES or HO when they 
wanted to say * some times*, * now and again* or something fairly neutral.
(b) Ziller
Hypothesis 1 failed to be supported on the Ziller self-esteem item, 
the mean score out of a possible raw score of 18 points being 12#9,
S.D. 3*2 for the total Sample, indicating above average positive self- 
evaluation for this group.
Comments on the completion of the Ziller self-esteem item:
In completing this item, many children used the word ’first* for the 
person put in at the extreme left: *1 will put my father/mother/
f , '
myself first* was a comment I overheard on several occasions.
521
Information gained from discussions with several groups of children 
hoth in the main research study and also from preliminary testing 
groups, confirms Zillerfs belief in a general left-right hierarchy.
That is to say, there appears to be a general tendency for people to 
place themselves or people they see as important to the left.
In discussing the questionnaire with children, I sometimes asked,
’’Why did you complete it like this... Why did you put yourself there?" 
For those who had put themselves to the extreme left or near, the 
answer came easily, "I had to put myself first". Very often, mother 
or father was placed first and the answer then would be "I had to be 
next to my Mum/Dad". For those who had placed themselves to the extreme 
right, the replies were not so easy to give ... "I don*t know" ... "I 
had to put myself somewhere" and vague, uneasy replies of that nature 
were given.
Sentence Complet ion
The group as a whole had a total mean score of 3.8, S.D. 0.8 out of a 
possible total score of 2-6, 2 = high self-esteem, 6 = low self-esteem.
Overall, the children in this sample of 264 West Indian children were 
found to have average-high self-concept/self-esteem scores on the 
three tests used in this research. This finding is in line with the 
findings of Louden (19?7)» Weinre.ich (1977)9 Hill (1976) and other 
researchers in this country, who have found West Indian children to 
have high or average self-esteem scores. A full review of this •
research is to be found in an earlier section of this thesis.
f
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HYPOTHESIS 2
(a) Piers-Harris
On the Piers-Harris test, the School fE* (enrichment) group achieved 
a mean score of 45*5 with a standard deviation of 9*6, whereas the 
school Ho/E (comparison group) had a mean score of 47*0 with a S.D. of 
9.8* The score for girls in the school *£* group was 48.4 with a S.D. 
of 8,8 and for hoys 44*5» S.D. 9*7» 'There were a disproportionate 
number of boys in the school 'E* group, 56 boys to 20 girls. (This 
was due to .the fact that one of ^he girls* schools experience a change 
of Head and withdrew from the project.) As boys overall had lower 
Piers-Harris scores, this tended to depress the score of the school *E* 
group. If the Piers-Harris score for boys in the school *E* group is 
compared with that of boys in the comparison group:
School 1E1 P.H. score Ho.
M S.D.
Boys 44.5 (9.7) 56
Girls 48.4 (8.8) 20
School Ho/E
Boys . 48.2 (10.3) 45
Girls *' 48.O (9.4) 44
We see that there were no major differences between school groups but .
that boys in the school *E* group had slightly lower scores than boys
in the comparison group, a difference of 1*7» There were differences
between boys and.girls on the Piers-Harris scale in each group: a
difference of 3.9 points in the school *E* group and of 1.8 in the 
<
school Ho/E group. The school Ho/e group as a whole had a marginally
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higher,mean score of 47*0 as against the School •E* score of 45*5: 
a difference of 1 .5. It has already "been noted that the high number 
of boys in this school ’E* group probably explains the slightly lower 
score of the school *E* group on this measure•
(b) Ziller
The Ziller self-esteem item failed to support the hypothesis concerning 
differences between School ’E* and School No/E groups. The mean scores 
for both groups were almost exactly the same: 13•61 S.D. 2.9 for the 
School *E* group and 12*9, S.D. 3*0 for the School No/e , a difference 
of 0*7*
(c) Sentence Completion -
The mean score on the sentence completion item was 4*2, S.D. 0.8 for 
the School *E» group and 3*9> S.D. 0.8 for the school No/e , a difference 
of 0.4, indicating that the school ’E* group wrote in a slightly more . 
self-critical vein, but again, the differences are minor. -
With such slight differences in self-concept and self-esteem scores 
between groups of children in schools where curriculum innovatory 
programmes are in progress and schools where there has been no attempt 
to be innovatory, it is difficult to argue that the innovatory 
projects have been effective, enhancing the self-concept of these 
groups of children in this study.
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HYPOTHESIS 3 
(a) Piers-Harris
The Piers-Harris test did lend some support to this hypothesis, the
self-concept scores of the Community Self-Help group /being slightly
higher than the scores of the other groups on this item:
Community Self-Help 49*5 (9*2)
Community Official 48*8 (9.6)
School E 45-5 (9.6)
School Ho/E 47-0 (9-8)
(h) Ziller
The scores on this item were similar for all groups:
Community Self-Help 13.0 (3.8)
Community Official 12*9 (3.0)
' School E 13.6 (2.9)
School No/e 12.1 (3*0)
The total Ziller score for the Saturday Supplementary School groups
is 12•9» which is 0.7 lower than the School E group and 0.8 higher
than the comparison group. Again, this is a very slight difference.
(c) Sentence Completion: scored from 2-6, the higher the total
score the less positive the self-esteem.
Community Self-Help 3*3 (0.8)
Community Official 4*1' (0.8)
School E : 4-2 (0.8)
School Ho/e 3*9 ‘ (0.8)
The Community Self-Help group scored lowest (3*3), followed by the
comparison group (3«9). The scores of the Community Official and
School *E* were similar. This means that the joint mean score, for
children in the Saturday Supplementary schools was 3»7» which is lowe
than the School »E* group by 0.5 and lower than the comparison group '
by 0.2. These /differences are very small, but tend to lend weak
support to the hypothesis.
i/i 
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FIGURE 4
P i e r s -  H a t H s  Z i l l e t
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Figure 4 illustrates -the Piers-Harris and Ziller scores for each 
group. The most striking feature is the difference between the 
scores of the School »E» group on the two test items - scoring the 
lowest on the Piers-Harris self-concept scale and the highest on 
the Ziller social symbols self-esteem task. This will be discussed 
more fully later in relation to the hypothesis dealing with sex
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differences, but it is suggested that this distortion is produced 
by the disproportionate number of boys in the School '^ E* group. 
Overall, this hypothesis received weak support from the data.
HYPOTHESIS 4
This hypothesis dealt with the percentage of West Indian children in 
a school and the relationship to self-concept scores. There were no 
major differences on the self-concept and self-esteem scores between 
children in schools with a high proportion of West Indian children, 
over 50%, and those where the percentage was less than 50$*
(a) Piers-Harris 
r Schools with high percentage (50+%) of West Indian Pupils;
School % of W.I. H P-H M. (S.D.)
Boys Comprehensive (E^ 65+ 20 44 • 5 (11«3)
Bojys Comprehensive (Ej 65+ 22 45*6 (7*5)
Girls Comprehensive (Ho/e ) 60+ 30 47*6 (9*4)
Primary (Ho/e) 85+ 35 48.6 (9*2)
Schools with 35-50% West Indian Pupils;
School % of W.I. H P-H M. (S.D.)
Mixed Comprehensive (e) 30-40 20 48.1 (8*7)
Boys Comprehensive (Ho/E) 35-40 24 44*2 611.0)
Mixed Comprehensive (e ) 35 14 45«9 (12.0)
Schools with over 50% had a mean Piers-Harris score of 48*8; those 
with 35-50% had a mean Piers-Harris score of 45*4* Thus those 
schools with high numbers of West Indian pupils had a marginally 
higher score of 1.4 points.
■ (b) Ziller
The Ziller item confirmed the general trend in terms of similarity 
rather than differences between the groups:
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Schools with 50%+ West Indian Pupils:
School % of W.I. N Ziller Mean (S.D.)
Boys Comprehensive (e) 65+ 20 14*1 (2*9)
Boys Comprehensive (e). 65+ 22 13*3 (2,rj)
Girls Comprehensive (No/e ) 60+ 30 11*9 v3«0^
Primary (No/e) 85+ 35 11 #8 (2.9;
Schools with 35-50% West Indian Pupils:
School <% 0f jj Ziller Mean (S.D.)
Mixed Comprehensive 50-55 20 14.4 (3.2)
Boys Comprehensive (No/e) 35-40 24 12*9 (3.4)
Mixed-Comprehensive (e) 35- 14 12*5 (2.8)
The mean Ziller score for schools with over 50% of West Indian 
pupils was 12.7; for those helow 50% it was 13*2, an even more 
marginal difference of 0.5 "between the groups.
(c) Sentence Completion
The mean score on the self-concept item for schools with over 50% 
of West Indian pupils was 4*0; for those with less than 50% it was 
4*1» a difference of 0.5. Overall, the differences in mean scores 
between groups are too small and are not consistent enough to be 
suggestive of any relationship between self-concept and self-esteem 
scores of black children in schools where the population consists of
high numbers of West Indian pupils.
(
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HYPOTHESIS 5
The fifth and final hypothesis has to do with sex and states that 
overall the self-concept scores of girls will he higher than the 
self-concept scores of hoys in the sample*
This hypothesis did receive some support from the data: on the 
Piers-Harris scales used girls consistently scored higher than hoys:
Test Girls (119) Boys (145)
Piers-Harris 49*7 (8.6) 45-3 (10.2)
Ziller 12.7 (3-2) 13.0 (3-1
But thebe was a marginal difference of 0*3 in favour of hoys on the
Zille.r item. However, on the Piers-Harris test girls scored 4*4
points more than hoys and on the Sentence Completion items the girls
scored 3*7 and hoys scored 4«1» which means that girls* writing was
slight^ more positive in content than hoys.
•Figure 5. illustrates the scores for girls and hoys on the Piers-
Harris and Ziller items. The sex difference is quite marked on the
Piers-Harris item - girls consistently score higher than hoys.
However, on the Ziller self-social symbols tasks, hoys actually score
higher than girls in the Community Official and School Ho/E groups;
and equal with girls in the School *E* group; only in the Community
Self-Help group do girls score higher than hoys on this item.
Carlson (1970) has suggested that symbolic spacial ordering of
experience, especially representation of self-esteem in terms of .
height or in terms of degree of left-right location on a page, may
he a masculine characteristic. These findings tend to support
CarIson*s suggestion.
/ ,
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Hypothesis 5 did- receive some support from the data, op two of the 
three items used (the Piers-Harris and sentence completion) girls 
tended to score more highly than hoys, although this was not true 
of the Ziller item*
DISCUSSION
The self-concept/self-esteem scores of children in this study/ do 
not indicate a group of children with negative self-concept and 
low self-esteem. On the whole, the group scores across three measures 
of self-concept and self-esteem are consistent, being within the 
average/average-high range. These results are consistent with 
research findings which indicate high self-concept amongst black 
students; much of this research has already been reviewed in Part 1 
and its limitations have been discussed.
However, in terms of the hypotheses:
1. The finding that black children can have average or above average 
self-concept scores has also been noted in American research by 
Wylie (1963), Gilby and Gabler (1967), McDaniel (19^9)» Yeatts (1967)» 
Carpenter and Busse (19^9)t Henderson et al (l9'69)»; Zirkel and Greene 
(1971)» Zirkel and Moses (1971)» Rosenberg-(1965)* Hodgkins and 
Stankenas (1969), Coopersmith (1975)• In Britain, Hill (1976),
Louden (1977)» amongst others, have found average to high self-esteem 
scores in West Indian children.
2. Bennett et al (1976) have shown that formal and informal teaching 
styles had little or no effect on the self-concept or self-esteem
of children in his study group. The innovatory projects which we 
have been studying assume a relationship.between self-concept, self-
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esteem and teaching styles, believing that particular teaching styles
and methods will encourage the development of positive self-concept and
enhanced self-esteem. Most of the research on self-concept and teaching
methods has tended to suppoirt the assumption that teachers can influence
self-concept (Staines, 1958; Thomas; 1977; Nash, 1973; ..Barker. Lunn, 1970
but the results of this research have already been questioned on several
grounds (Part 1). Given the overall status positions of West Indian
pupils and English teachers, it is extremely unlikely that these teachers,
by whatever means and however well-intentioned, could, within the
existing school system, markedly affect the self-concept/self-esteem of
black pupils. When we come to examine the findings on attitudes to
school and teachers it will be seen that the school enrichment group
demonstrated the most negative attitudes towards teachers of any group
(including the comparison non-enrichment group). Even though children
in this group may have developed a good /relationship1 with an
individual teacher, overall they regarded teachers in an extremely
negative light. This suggests that teachers are not, at the present
time, well placed to enhance the self-concept of West Indian pupils.
3, There has been no research which compares the self-concept scores
of children in Saturday Supplementary Schools with those in weekday
school. Research (in America) has investigated self-concept of children
in 1free-schools* based in the community and run in a progressive
fashion. Betts (1975) found that a sample of black children in a free
school demonstrated 'a significantly higher concept of self* when
compared with a similar group in a High School. There is no sense in
which the Saturday Schools could be regarded as *free schools1, indeed 
f
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they are, if anything, opposed to the ideas of progressive* education 
as they understand them. They do not stress the value of personal 
relationships or work in the affective domain. It is therefore not 
surprising to find that the children in these groups have similar 
self-concept scores to other West Indian children.
4. It has been suggested that children in predominantly black schools 
have feelings of inferiority and low self-concepts (Clark and Clark, 1947) 
and conversely that black children in segregated schools are insulated 
from tensions and consequently have high self-concept, (Soars and
Soars , 1969, 1970a, 1970b). All the schools in this study had higher 
than ayerage numbers of West Indian children, ranging from 35-85% of 
the school population. The primary school was almost completely black, 
having between 75-80% West Indians; the school population was almost 
completely non-English, the rest consisting of Greek, Turkish and 
other *immigrant* groups. These children did not show a higher self- 
concept score than any other group; the number of West Indian children 
did not appear to affect the scores of children in any of the school 
groups.
5. Although girls did score higher than boys on the Piers-Harris 
test, boys were marginally higher on the Ziller self-esteem item.
SUMMARY
The differences in self-concept and self-esteem scores were not great 
enough to suggest that membership of any group exerted an effect on 
self-attitudes. Overall, the children in the study emerged as having 
fairly positive, if somewhat critical, self-attitudes. There was
certainly no evidence to suggest self-hate and self-rejection by this 
( ,
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sample of West Indian children. We turn now to look at other 
attitudes which the children exhibited and to the relationship of 
these attitudes to group membership and type of educational 
intervention.
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8.5.2 ATTITUDES AND ASPIRATIONS
We turn now to examine the data on attitudes in the following order.
(a) Attitudes to School and Teachers
(b) Attitudes to Parents and Home Life
(c) Aspirations
(a) Attitudes to School and Teachers
Tables 15a & 15b show the breakdown of responses for each group 
to the two sentences dealing with Attitudes to School. It can be seen 
that children in the Community Supplementary Schools demonstrate a 
highly Instrumental attitude to school, 64-67% liking school for the 
opportunity it gives to acquire intellectual skills. In the School 
■EV group, 54% give this reason and in the Comparison (No/E) group 
only.39%. In the total school group (i.e. School E and Comparison,
N =165) we find 77 (47%) giving Social and Friendship as their reasons 
for liking school; in the total Community group (Community Official and
Community Self-Help, N = 99) we find 23 (23%) giving Social and Friendship
. . ' • ^ 
reasons for liking school. The strength of feelings against teachers
is everywhere evident and must be considered amongst the important 
findings of this study, particularly with regard to the concern of 
teachers to change or improve the self-concept of West Indian children.
If we combine Attitudes of Teachers/Dislike of Teachers with Power :of 
Teachers, we find that 140 responses or 53% of the complete sample 
(N = 264) mention teachers as 'What I dislike most about school1.
No other category of dislike can compete with teachers; dislike of a 
( ,
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particular subject comes next with 36 (or 14%), giving specific 
subjects as what they disliked most about schools.
Davidson and Lang (1960), in their study of 'children's perception 
of their teachers1 feelings towards them related to self-perception, 
school achievement and behaviour', suggested that the way children 
perceive teachers' feelings towards them have a direct effect on their 
own self-feelings, achievement and behaviour. Davidson and Lang 
hypothesise that:
(1) there exists a positive correlation between children's 
perception of their teachers' feelings towards them and children's 
perception of themselves;
(2) there exists a positive relationship between favourable 
perception of teacher's feelings and good academic achivement;
(3) there exists a positive relationship between favourable 
perception of teachers' feelings and desirable classroom behaviour.
Working with a sample of 89 boys and 114 girls aged 8-10 years and 
using an adjective check list of fifty favourable and unfavourable words, 
the authors found their hypotheses substantially upheld. The research 
reported here does not support Davidson's findings with regard to this 
sample of West Indian pupils. Although it is not possible to comment on 
academic achievement,.we may use attitudes to school, Intellectual vs 
Social/Friendship and Aspirations as an indicator of the influence of 
children's perception of teachers. We have seen that the children in 
this study do not show any real differences in self-concept/self-esteem 
scores either with regard to group membership or type of project. In 
terms of teachers' feelings towards them, this group of children generally 
f
>
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regarded teachers as having negative views of them. However, this 
did not appear to affect their attitudes towards school.
School Positive Teacher Negative
(Instrumental)
% %
Community Self-Help 31 (67) 21 (46)
Community Official 34 (64) 22 (42)
School E 41 (54) 48 (63)
School No/E 35 (39) 49 (55)
We see that children in the Community Self-Help group have the highest 
positive score for school (Intellectual) and also a low negative score
(46%) for disliking teachers, teachers* attitudes and the power of
* • • ‘ * '
teachers. Interestingly, children in the School Enrichment (E) group „ 
have the most negative view of teachers (63%). There were seven 
children in this group who wrote that they * liked' nothing about 
school, as compared with only one child in the Community Groups and 
four in the Comparison Group, A possible explanation for this is the 
high proportion of adolescent boys in this group, but since attitudes 
to parents should also (presumably) reflect such influence, but don't, 
perhaps the explanation may be in another direction: teaching styles, 
the group becoming more critical of school teachers as a result of 
exposure to’ new curricula.
Other research findings are contrary to those of Davidson and Lang 
including those reported by Jackson and Lahaderene (1967), who found 
the correlation between student satisfaction scores and scholastic 
scores in their sample of 292 sixth grade pupils to be negligible.
In earlier research, Jackson and Getzels (1959) found that their 
adolescent sample of 'satisfied' and dissatisfied students did not 
differ either in general ability or scholastic achievement. In Britain,
537
M XS cn H CO CO ►rj trj W > CO K hd M n  co
e < I - 1 (P Du c P H P B O O . P P 4 P P r t
P P P P P X3 P H» P o < P O P r t r t  p
n H O CO 0 X) CO (P P r t £ P H* e CO P P  r tr t *< P p r t o (P P DU H* p 1—* P p H* I-* 09 PH* r t H* P a . O O o (-* m O H* o  B
O p* o o r t r t O CO B P <p P P H P
P H* H i H i H i p 4 P 0 H* o
p P H i H* I-* (P r t r t
, «-» 09 CO x> «: H O X» P p
v ' -—- Pi P H* O O CO f t PQ H i p r t S B p (-*pS p *p P 4 X) o
r t r t o P (P c
P S CO 09 a . r t HH (p H P fP H*
H* O M P r t
P C rt o
M X) CO p
3  ,
. n  c
to H* t—* i—* I—* (—* I - 1 H* H* H-* t—1 o  §
O VO 00 On Cn 4S co to t—* O vo 00 ON Cn cl 5 *
p  p
p
n
i•
CO
CO p
i h-> 1 M 1 Co CO •-J to 4> 1 1 ON to VO >-* t—*
H i • ■1
tP
P
. H4
t-* H* to ON X3
i tO 1 tO 1 -J Cn 4> VO 1 1 co 4>- o -o
30 30 30 3-9 3-9 3-9 3-9 30 30 so /"N
43-
ON
o
o
M co
1
i 1 1 (—1 1 to 09 CO 00 •P- 1 ON to Cn 43- o
Hi
Hi
H»
O
H*
I-* l~* to ON P
i 1 1 tO 1 ON 00 ON Cn 00 1 M 4> 00 4> (-*
30 3-9 3-9 30 30 3-9 30 30 SO SO
u-s
Cn
CO
CO
o
p 4
t—1 t—1 to 4> o
i 1 1 1 1 4>- H4 00 H4 to VO i-* 00 4> O H* o
I-*
w
to H* to to Cn -•
i 1 1 1 1 Cn t—* 4> 1—1 Cn to M 4>- Cn ON P -
30 SO 30 30 3-9 3-9 3-9 30 3-9 30 30
-o
ON
w
*
CO
o
t—4 to t—1 to CO p 4
i 1 H-* 1 1 4> 1 00 1 VO to H* co to CO Cn o
o
H*
to t—1 to t—* to CO
i 1 I—* 1 , 1 •P- 1 O 1 O to H* ON Co ON vo w
3-9 SO 3-9 30 3-9 3-9 30 30 30 30
CO
VO
•
TABLE 
15a 
WHAT 
I 
LIKE 
MOST 
ABOUT 
SCHOOL
538
> O !*) CO to f a *xl a. > W > O  W
P* P o P* P a4 p p* o P* rt P D4 P  rt0) o p 4 CO P* CO O CO S3 cn rt CL CO rt p
pj p* p* o H P* p 5S4 p* p pi h * p P  rtri H* CO o C *< Hi P p* P P* rt H p 00 P
rt V S p* •P P* P  O O 7? 7? C P O O  0
H* P rt P O  P Hi P o P  CL P P  . H  P
O 0) *0 ex. P* 00 P* CO Hi to P O ^  PC H p* O • P* O P P4 O rts .  M P P p P P- Hi O P rt rt o P* Hi
■ p O p o4 rt » P 4 <5 P P  Hi P
n ft c p p P* P* P P P 00 O
P \ Pu p p* P  O P P O O  rt P4 .
w P* P* CO p CO p < *<5 P4 p 4 P P
c P O 00 P rt P P  P P*04 00 P p *d S P 4 P P  O P»t-i. p *d O p p* CO co p* P  1
p p* p* O P P p P
o Hi o P rt 00 P 00
rt O «• CO n>
H p *•»>,
9 p.
CO
o
p
a4> 4> 4>- •P- 4> p- 4N 4>- 4>- Lo LO LO Gvo 00 -o OV Ln ■P* LO to P» O vo 00 SJ o p
ex. cr*
p  p
»-t
n
o
•
p» C/5
OV LO 1 to 4> Ov 1 p * 1 VO to P* p* P
P*
1 Hi1
w
(^\ PS PS PS p
I—* PS /— \ P* to to PS PS p*
LO sj 4>- VO LO 1 to 1 O ov to to »d5-9 6-9 1 6-9 8-9 fr-9 3-9 8-9 5-9 8-9 6-9
-w' >—y -»/ s / s > P S4>
OV
.
n
i
P1 P* P* •
p* to 4> P* P> 1 1 P* P* P* 4>- P* o
Hi
Hi
H*
O
H*
P S p s ■ PS PS P
to PS /-N Ps P> PS to to Ps Ps P*
P* ■P- 00 to LO 00 1 1 to P* P> 00 to5-9 53 6-9 8-9 5-9 5-9 5-9 5-9 8-9 8-9' 8-9 . . PS
s-/ >*/ -»/ -»✓ -__. S— i Ln
LO
s_x.
in
o
P4
o
P* LO o
sJ LO 1 to Ln 4> LO to -J 00 O Ov p* p*
w
PS PS i" ■
p s p \ p s PS PS PS to Lo PS Ps
VO 4> 1 LO --J Ln P- LO VO 4>- vo 00 p* PS5-9 5-9 6-9 6-9 .8-9 5-9 8-9 8-9 8-9 8-9 3-9 5^ Sj
v > v ^ v ^ / SP s y s-/ •w* Si> ov
. O /
CO
o
P» to to p4
to 00 P* ■P- to -P- Ln 1 to -sj Oi 1 o
o
P 1
PS P S a
I—* P-s P s /— \ ps P S PS to LO p \ •s..
Lo VO P» ■P- to . -P- G\ 1 4> Ln O -si w5-9 5-9 5-9 6-9 8-9 5-9 8-9 8-9 5-9 5-9 .5-9
w v-/ s y V P S  .00
vo
TABLE 
15~b 
WHAT 
I 
DISLIKE 
MOST 
ABOUT 
SCHOOL
539
Lunn (1969) found that 11 year old children's attitudes to school 
were 1 significantly related1 to achievement and social class. Westwood
t
(1971) also found 'marked differences1 in degree of 'satisfaction with 
school' between high and low achievers. In America, Berk (1970) 
replicated Lunn's British study and found no relationship between social 
class and attitudes to school, Wright (1962) studied the attitudes to 
parents and teachers of a sample of fifth year secondary modern school­
boys and concluded that 'it was those attitudes of teachers which make 
them more human which are rated less favourably' by adolescent boys. 
Thompson, 1976, replicated Wright's (1962) study with a sample of first- 
fourth ,year boys and girls which was divided into three groups:
(1) adjusted, (2) maladjusted and (3) those who had appeared before 
the court at any time. The study confirmed Wright's (1962) findings that 
pupils find teachers particularly lacking in 'human qualities'.
* It was found that, overall, teachers were seen as positively 
as other adults, but also as being somewhat lacking in the 
more 'human' qualities such as warmth, kindness and happiness.
The 'ill-adjusted' pupils had less favourable opinions of 
schools and teachers.'
Thompson, 1976
Finlayson and Loughran (1976) looked at pupils* perceptions of school
and teachers in high and low delinquency schools including an indication
of how much pupils perceived teachers to be 'sensitive to the needs of
individual pupils'. Boys in the stream A in all schools were found to
be more accepting of the work tasks set them by the school and saw their
teachers as less authoritarian towards their pupils, than B stream boys.
Finlayson et al commented:
'The consistency of the differences between streams ... indicates 
that, quite apart from any dispute about whether it is actually 
so, the B stream boys certainly see themselves to be working in 
a less supportive arid perhaps more anomic atmosphere than the 
A stream pupils'.
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Finlayson also found that boys in low delinquency schools rated 
teachers as less hostile than did boys in high delinquency schools - 
* pupils perceive their teachers to be defensive and authoritarian in 
their interaction with their classes1. The authors add the comment 
that in such a ’cycle of events, the regressive measures which the 
teachers are perceived to adopt could themselves be an important factor 
in the contribution which high delinquency schools seem to make to 
inflating their delinquency problems’.
The research reported here suggests that West Indian pupils in this 
sample share the views of pupils in the high delinquency schools! they 
perceive teachers as hostile, authoritarian, using their power in an 
arbitrary way. They generally resent the teachers’ attitudes towards 
them and regard teachers as not liking them. It is interesting to 
compare these attitudes with Brittan *s 1976 findings on teachers’ 
attitudes towards West Indian pupils. Brittan writes that teachers had 
a self-contradictory array of stereotypes about black (West Indian) 
pupils who were described as lazy/passive/withdrawn and also boisterous/ 
aggressive/disruptive,
Brittan adds:
’Bearing in mind the varied cultural groups subsumed in the 
term ’West Indian*, the willingness of teachers to make such 
generalisations and the degree of consensus of opinion leads 
one to summarise that there is a large-scale stereotyping of 
West Indian pupils. It is clear that teachers perceive,West 
. Indian pupils as of low ability and as creating disciplinary 
problems. There is therefore an objective problem: whether it 
should be located in the children or the teachers, or in some 
interaction of the two, is a critical issue,*
What we have seen from Brittan*s research is that teachers generally
view West Indian pupils in a negative, stereotyped way; from the research
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reported here we see West Indian pupils viewing teachers in a negative, 
stereotyped way.
It is interesting that in spite of the suggestion that comraufiity 
groups encourage anti-school feelings (Times Educational Supplement, 
24*2.78) it is in fact the school group, involved in special innovatory 
programmes, which shows the greatest degree of negative feelings and 
supply the largest number of children who can find nothing to like about 
school. In contrast, children in the community groups have lowest 
negative feelings towards teachers and highest positive feelings towards 
schools. This suggests that, although children in the innovatory 
projects may have positive feelings towards the teacher/s involved in 
that project/s, these feelings are not generalised on to the.school or 
other teachers, whereas the children in the community groups, encouraged 
to take a more instrumental, achievement-based approach to school, are 
able-to regard teachers in more favourable terms. Children in the 
comparison group see teachers in less favourable terms than children 
in the community groups but less unfavourable than children in the 
school * enrichment* groups.
Although it is arguable how much teachers1 opinions influence childrens 
self-conCept at any age (this has been discussed in detail in an earlier 
section) it is certainly highly probable that teachers1 classroom 
management,influenced by their perception of pupils, are likely to 
create situations in the classroom which result in an increase of problems 
and disruption. What is important is the way the teacher actually 
behaves towards the pupils. In a recent report, /Children and Young 
Persons in Custody1, 197 7, NACRO (The National Association for the Care 
f  ,
542
and Resettlement of Offenders) drew attention to the over-representation 
of West Indian children in Community Home schools. P. Cawson, D.H.S.S. 
(Child Care Research Unit, 1975) has also studied this problem; the 
issue of over-representatioh itself has been well documented by Pearce, 
1976. In addition there is the continuing problem of the over- 
representation of West Indian children in E.S.N. schools; Omar, 1971; 
Dhoi^y, 1974; Race Today, August 1975; Coard, 1971; D.E.S, 1973; D.E.S. 
1978. Schools play some part in the classifying of children as 
educationally subnormal and/or delinquent. It is clear that when 
groups of people as involved with each other as teachers and pupils ar-e 
share negative views of each other, and one group has power and 
influence, some consequences follow from this.
This question of attitude to teachers is particularly relevant to 
the self-concept enhancement concern of some teachers and educationists. 
It is clear from this research that teachers as a whole would lack the 
credibility to engage in affective, relationship-based projects with 
the majority of children in this group. Teachers themselves show 
equally negative feelings towards black pupils and see their problems 
as stemming from poor home conditions, ’innate characteristics’ and 
the stress of immigration. It is at least possible that some of the 
problems may also lie in the schools and in particular in the 
behaviour (or perceived behaviour) of teachers towards their West 
Indian pupils, by these pupils.
/
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(b) Attitudes to Parents and Home Life
In general all groups showed positive attitudes towards Parents and 
Home Life:
PARENTS:
Group No.
Parent
Positive (%)
Parent
Negative (%)
Comm. S. H. 46 45 (98) 7 (15)
Comm.Official 53 50 (94) 9 (17)
School E 76 50 (66) 31 (41)
School N/E 89 79 (89) 16 (18)
, TOTAL
264 224 (85) 53 (20)
. HOME:
Group No.
Parent
Positive (%)
Parent
Negative 00
Comm. S. H. 46 14 (30) 45 (98)
Comm.Official 53 21 (40) 43 (81)
School E . 76 30 (39) 74 (97)
School N/E 89 34 (38) 88 (99)
TOTAL 264 99 (38) 250 (95)
f
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There were no sex or age differences apparent in this pattern of 
responses - except that girls were slightly more critical of parents, 
particularly resentful about restrictions and lack of freedom - but 
they usually added a rider to the effect that parents were doing what 
they thought best. In writing about home and family life, children 
constantly expressed feelings of warmth, belonging, being safe, 
comfortable, being loved etc. They also ranked the material benefits - 
nice bedroom, colour TV, luxury bathroom - fairly high, but overwhelmingly 
home was seen in expressive terms by all the children in all the groups.
' Parental ambitions are high and often unrealistic. There 
is pressure to pass exams but no appreciation of how home 
conditions can help. The negative and repressive child- 
rearing practices designed to produce "good11 children are 
often at variance with teaching methods in schools here.
National Children's Bureau, 1973
The sociological view of the black family in America and Britain 
is based on the belief that slavery completely destroyed the African 
family system and left in its place a fragmented, chaotic pattern of 
'residential units dominated by mothers and grandmothers, in which the 
place of father or husband was always insecure' (Higman, 1975), This 
view is represented historically by Greenfield (1966) who, after his 
study of Barbados, concluded that 'the slaves mated, but the plantation 
system denied them any family life'. Smith (1962) agreed that 'slavery 
involved the fragmentation of elementary families and encouraged 
alternative forms of union which were neither obligatory nor stable'. 
Patterson (1967) argued that in Jamaica 'the family was unthinkable to 
the vast majority of the population ... the nuclear family could hardly 
exist within the context.of slavery'. Goveia (1965), from her research 
in the Leeward Isles, concluded that the 'matrifocal* family was the
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only possible form of 1 family life1 under slavery.
This background to West Indian or black family life is not simply 
of historical interest. On the consensus of views among sociologists 
and psychologists about black family life rest many assumptions related 
to self-concept, education arid school, achievement, aspirations and 
so on. The Moynihan Report (1965) represents the accepted view of the 
black family in the United States; it stated that the complete destruction 
of African family patterns left female dominated, fragmented units which 
could not prepare children for life in American society; black males 
were seen to be particularly disadvantaged, having highly marginal status 
as men xor fathers, being indulged as sons. The black family, or absence 
of such a family, is seen as being responsible for the low status of 
blacks generally and black males in particular. Patterns of child- 
rearing which encourages in infants complete, oral satisfaction is seen 
as resulting in the inability to 'delay gratification*which is necessary 
to the pursuit of long-term goals. The Coleman Report (1966), in 
deciding that self-concept and parental interest was amongst the most 
significant factors in whether or not children achieved in schools, 
also links up with the unsatisfactory child-rearing patterns of black 
families which are unable to sustain interest in the performance of 
children.
In Britain, the view of the West Indian family as represented in the 
literature essentially mirrors that which is held on the black American 
family in America, Although studies have been impressionistic, 
conclusions have been written up authoritatively; Kitzinger, 1972.
Studies which have not been impressionistic have usually involved
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selected samples of children or parents usually receiving psychiatric 
or some other special care: Feldman (1969), Graham and Meadows (1967)
Hood et al (1970), Nicol (1971). One of the effects of this research 
has been to portray the West Indian family as disorganised and unable 
to cope. Bagley (1975) wrote that immigrant communities in Britain 
1 especially those from the Caribbean, are faced with a variety of 
stresses which tend to disorganise family life and depress the 
possibilities for adequate child-rearing*. Jackson (1973) drew pictures 
of Dickensian squalor in the child-minding conditions in which many 
under-five West Indian children are left; this was related to Pollack*s 
(1971) study which found many West Indian mothers working long hours.
David Hill (1976), in an attempt to explain the differences between 
West Indian and English attitudes to child-rearing to teachers, has 
written:
*... One could say that the English parents consider they 
have an obligation to their children, accepting blame for 
their social inadequacies, whereas West Indian parents believe 
that the children must please them and should feel guilty 
if they fail to achieve parental expectations.1
Hill, 1976
Earlier, Hill drew attention to the inconsistencies in West Indian 
child-rearing: 1Children are treated permissively in such things as 
feeding and toilet training; but experience considerable repression 
for rudeness, usually accompanied by unfulfilled threats*. Being *rude* 
is defined as the opposite of being *good*.
However, challenges to the basis of assumptions about slavery and 
its effects on black life have been made, notably by Gutman (1972, 1978) 
Braithwaite (1971) and Higman 1975. This challenge represents the 
same developments in sociology as we have earlier discussed with regard
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to Levine1s (1977) work in history and to Labov and the socio-linguists. 
Essentially it argues that, for a number of different reasons (including 
benefit to the slave-holder) slavery did not completely destroy 
African family patterns and shows through the use of historical material 
the persistence of forms, of family life during and after slavery, 
which included both nuclear and extended family styles. Again this 
argues not for the '’humanity.1 of slavery but for the force of economics •. 
and the ingenuity of people and their persistence in adapting and 
developing forms of life to give dignity and meaning to life even 
under the most extreme conditions.
West Indian families in Britain face conditions of extreme stress - 
both psychological and material. In looking at what these children have 
written about their parents and home life, we see once again the fact 
that children and parents are not passive beings reacting to structural 
forces and introjecting the negative views which the dominant society 
has of them. They create for themselves patterns of relationships 
which are meaningful and which serve to insulate and protect against 
the stressful and dehumanising environments.
In the early 1970*s, John Coleman of London University undertook a 
study of 'society and the adolescent self-image*(Coleman, 1974). He did 
so against a background of academic and popular opinion which held that 
a 'generation gap' existed between parents and children, and that 
adolescents were unable to communicate with adults and a general 
polarisation existed between the two age groups. What he found when 
he asked adolescents to write about their parents and themselves was 
that the majority of adolescents could and did talk to their parents, 
experienced no feeling of'distance or 'generation gap' and generally
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accepted the values of their parents. In asking West Indian children 
to write about their parents and home life, we face a similar consensus 
of views (all the more entrenched for being shared by professional 
and lay opinion) on West Indian family life, increasing alienation, 
absence of shared values and so on. Hill (1970) found that West Indian 
children in their sample generally expressed less regard for parents 
and home than did their English counterparts; West Indian girls were 
also more favourably disposed to schools, particularly teachers, than 
to their parents or home life. The findings reported here run 
completely contrary to Hill’s - this may be a reflection of several 
factory: (1) changes over eight years in the social, economic and 
political conditions in the country; (2) regional differences (Hill’s 
sample was located in the Midlands); (3) differences in research methods - 
Hill used the semantic differential technique, or (4) influence of 
race of researcher. One is inclined towards thinking that the instrument 
difference could account for the different findings. Burns (1976) called 
attention to the problems of using the semantic differential which he 
described as ’a trap for the unwary’. Burns suggested that researchers 
do not ’bother to investigate whether their chosen scales do in fact 
represent the evaluative factor with reference to their particular 
concept’.
Herbert Gutman (1978) has written that the conventional academic
wisdom on black families was simply: three centuries of ’injustice* had
caused deep-seated structural distortions in the life of the Negro
American’, a ’tangle of pathology’ resulted in which the ’disorganised
black family’ was at the centre. His own study of the Black Family 
{ #
showed these assumptions to be false, m  the same way that Laurence 
Levines’(1977) study also showed the way African folk culture survived
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during ,and after slavery, indicating the ability of human heings to 
create self-sustaining and self-enhancing conditions even in the most 
unpromising environments. The assumptions made about black families in 
Britain are very much the same as those which have been held by white 
American society about blacks. These families are characterised as 
pathological’, the rift between parents and children which is assumed 
to have reached gigantic proportions, emphasised by a ’culture gap1 
between children b o m  and brought up in Britain and their parents. • 
However, we find that, given the chance to express a view, West Indian 
children, including many adolescent boys and girls, regard their parents 
in a very positive light arid value highly their home arid family life.
The conditions of life for these families are extremely difficult; 
undoubtedly relationships are affected and some are distorted, but most 
people manage to make something of their lives and to develop meaningful 
relationships within their family circle.
) Aspirations
The research on self-concept and aspiration has been reviewed in Part 1 
of this study. The underlying theory states: the more favourable the 
self-concept the higher the aspiration and is based on Prescott Lecky’s 
’Theory of Personality’ (.1945) in which he argued that all human motives 
are instigated by the desire to ’maintain the self and enhance self- 
esteem*. However, as we have seen in the view of research, findings 
are contradictory and people with high self-esteem (Soares and Soares, 
1969; Rosenberg, 1965; Rosenberg and.Simons, 1974? Coopersmith, 1967) 
are as likely to be low achievers, and people who are high achievers 
are likely to bel low in self-esteem. In this present research the 
self-concept and self-esteem scores were not related to aspiration in
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any obvious way* Self-concept and self-esteem scores were similar 
across groups, age and sex, but high aspiration was clearly related 
to community group membership, and when it occurred in school groups 
was related to age, the primary school children (10-11) having higher 
aspirations than the older comprehensive (13-15) year group*
^Unrealistic* Aspirations
Much has been written and said about the •unrealistic* expectations 
of West Indian parents and children* Beet ham (.1967) found Asian and .
West Indian children had higher job aspiration than did their English 
counterparts* Bandy (19^9) queried the definition ’unrealistic* and • 
stated that with adequate educational provisions this description 
would not apply to children who had the necessary motivation to fulfill 
their aspirations*
The Aspirations of children in the different groups also show 
contrasting patterns of hopes and desires; again by combining Success 
and Money with Self-fulfillment we find that schools groups (irrespective \ 
of type) have more generalised hopes for a good life, to be rich, 
famous etc. than the Community Supplementary School Groups: 37$ (63) 
of the schools groups see the future in these terms as against 30$ (3 0) 
of the Community based groups* Although not very striking in itself, 
the difference becomes more significant in the light of future job 
aspiration: 34 children.(34$) in the Community groups aspire to a 
professional career - doctor, teacher, nurse, scientist (other professional), 
air-line pilot etc. which require an academic background, in contrast 
to 28 ('17$) of children in the school groups (all types) aspiring to 
professional-typp careers^ Of the 6 would-be doctors in the school
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groups,. 5 were from the primary school aged 10-11, whereas the would-he 
professionals amongst the comimmity-hased groups showed no such age- 
related tendency. It is interesting to note that 10$ of the School E 
group looked forward to a career in Entertainment — most usually, acting 
and' singing - when we remember that the focus of teaching in two of 
these groups (West Indian Literature and Images) was drama and the 
use of photography in communications this is not surprising.
Of this sample of 264 West Indian children, we find this breakdown 
in terms of job aspiration:
Occupations
Loctor«
Teacher
Nurse
Scientist
, w
15 (5*6)
14 (5.3
12 (4.5
4 (1-5
Other Professional 23 (8*7
Total of 68 (25.7$) 
aspire towards a 
professional/semi- 
professional occupation
Manual/skilled/
semi-skilled
Entertainment
Football
25 (9 .4 ) ,
24 (9 ) . 1
10 (3.7 )
25 (9*4io ) low status jobs 
34 (12.8$) high status media 
occupations
The 1971 Census statistics analysed by Lomas and Monck (1977) showed 
54$ of West Indian males concentrated in four occupations, all in the 
skilled/semi-skilled range: (l) Engineering (2) Woodworkers 
(3) Labourers : (4 ) Transport.
TABLE 2.7 STATUS OF NC AMERICAN (i.e fomer British Caribbean
IMMIGRANTS (Lomas & Monck, 1977)
1966 ($) 1971 ($)
Self-employed 1.4 2.3
Emp1oye e s: Manage rs and supervisors, 0.7 0.8
foremen, articledclerks , apprentices 1 .0 1.5
Formal trainees ' 2 .4 3,8
Professional 0 .9 0.7
Other 93.7 9 0 .8
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A .comparison with the percentage" of West Indians in professional 
occupations in 1971 (0*7) with the percentage of this sample who aspire 
to such occupations (25«7) show an enormous gap. In actual fact, the 
West Indian population in Britain is concentrated in manual, skilled 
or unskilled work, although the pattern of female employment.is more 
varied and West Indian women are found in clerical and semi-professional 
work.
Breakdown of Job Aspirations by group:
Of.those who hoped for a professional-type career,
34 (36.3%) were in the community groups;
25 *(28f0) were in the comparison group, and 
9 (7.8$) were in the school enrichment groups.
The difference "between the School ’E' group and the two others is 
quite striking; the school comparison group have ambitious primary 
school pupils; 13 (14*6$) of the 25 of the high aspirers occur in 
this group, and the girls contribute 9 (1 ®fo) whereas adolescent boys_ 
represent only 3 (3.3%)* When we consider the actual employment of * 
West Indian males and that the school ’enrichment group* had 42 (55*2$) 
males we begin to see some possible explanation for the low job 
aspiration^of this group•
Possible Effects of Ability/Attainment on (a) Attitudes to School and. 
Teachers, (b) Aspirations
Wo direct evidence was.collected on the ability or attainment of >
children in the sample, although it should be noted that all the school-
based ’enrichment ’ groups were working to an examination syllabus -
C.S.E. or G.C.E. This would suggest that they were at least of 
f ■ , .
average ability* There is.no information on the ability of the
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comparison group children; the secondary classes were described by 
their teachers as typical mixed-ability classes. The primary Bchool • 
warned me to expect reading and comprehension problems, but in fact 
there were few.
The schools groups therefore were drawn from the •normal* school 
population. The community groups.were drawn from the •normal* community 
population, including children who were attending E.S.U. and other 
special schools during the week.
If there are to be any assumptions about ability it seems sensible 
to assume that the school-based *E* groups probably had the largest 
number of * high ability* children and that the community groups had the 
widest spread of ability. If we can assume this we see (pp.236 and 255) 
that (assumed) ability had no influence on (a) attitudes to school and 
teachers or (b) aspirations. The children in the community groups had ; 
the most positive attitudes to school and teachers and the highest 
aspirations. Conversely, children in the (assumed) high ability 
enrichment groups had the most negative attitudes towards school and 
teachers and the lowest aspirations of any group.
In education research it is common to gather statistics on 
children*S4attainment and to relate these to other variables in an 
attempt to correlate them or even to establish a causal relationship 
between variables. It was decided early on not to include statistics 
of this kind in a study which was already complexed and threatening 
to become unwieldy; it was felt that the factors influencing attitudes 
were more likely-to emerge from observations of the processes involved 
in the school and community groups, from interviews and discussions 
than from the collection of even more statistical data.
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The qualitative research methods yielded information which 
suggests that the differences in attitudes and aspirations between 
the groups could be explained in terms of:
1 The school *E* groups:
(a) The methods used in the school-based projects encouraged goad 
relationships with individual teachers but may have resulted in 
children adopting a more hostile and critical attitude towards
other teachers who compared unfavourably with their ’special* teacher.
(b) Emphasis on affective-type goals may lead to lower aspirations 
as participants settle for ’happiness’ and self-fulfillment: the 
responses of the school-based *E’ group certainly suggest this. ■
2 The Community Groups:
(a) The methods used in the community-based groups encouraged children 
to take an instrumental view of school and to regard teachers as 
having knowledge which they (the children) would like to share. :
They are encouraged not to react ’strongly’ to testing situations • 
but ’to get on with their work*.
(b) Emphasis on hard work and high expectations may lead to high 
aspirations as shown by the responses of the community group children, 
but - and this is important - children in the comparison group who 
had experienced (as far as was known) no intervention were closer to 
the community groups in having positive attitudes to school and high 
aspirations.
Overall the differences in attitudes shown towards school and 
teachers by children in the school ’E* and community groups appear to 
be related to the aims and objectives, methods and teaching styles 
of the teachers, group leaders and parents involved in the projects. .
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SUMMARY OF. FIWDI DUS
1. SELF-COWCEPT
(a) Wo major differences in self-concept/self-esteem scores 
were noted in a sample of West Indian children aged 10—15* 
comprising three groups: (i) school-based ’enrichment projects, 
(ii) community-based supplementary schools and (iii) a 
comparison group•
(b) There were some sex differences, in that girls tended to 
score higher than boys on the Piers-Harris children’s self-concept 
scale, and to write more and (slightly) more positively about 
’self’ on the projective sentence completion item; boys however- 
had a marginally higher score on the Ziller diagrammatic self­
esteem item*
(c) Wo age difference emerged*
2. ATTITUDES TO (a) SCHOOL (b) TEACHERS
(a) Major differences in attitudes to school were noted between 
groups, the community-based supplementary school children 
demonstrating significantly more positive attitudes to school 
than children in the school-based enrichment projects or the 
comparison group*
(b)'Overall, children’s attitudes to teachers were negative, but 
children in the community-based supplementary school expressed the 
least negative.views, whereas children in the school-based 
enrichment groups expressed the most negative attitudes towards
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teachers, the comparison group falling in between, expressing 
moderately negative views,
3. ATTITUDES TO PARENTS AMD HOME LIFE
Children in all groups showed clearly positive evaluation of 
parents and associated home life with love, warmth,; protection, 
safety and belonging. Overall, there were no age or sex 
differences, although teenage girls (14—15) tended to be somewhat 
more critical of parents for placing restrictions on their 
freedom and mobility,
4. ASPIRATIONS .
Differences in aspirations between children in the groups were 
marked: in. line with their most positive attitudes to school and 
less negative appraisal of teachers, children in the Saturday 
Supplementary school also' had high aspirations, followed by children 
in the comparison group. Those in the •enrichment* group appeared 
the least ambitious (some would say, more realistic), of any group.
(
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*7 DISCUSSION
1* The Relevance of self-concept 
2* Curriculum innovation
3. Community involvement in schooling
1 The Relevance of self-concept .
In a recent work on the nature of •self*, Raziel Abelson (1977)
quoted Wittgenstein as saying:
•Why should there not he a psychological regularity to 
. which no physiological regularity corresponds? If this 
. upsets our concept of causality, then it is ahout time 
it was upset•*
Wittgenstein (in Ahelson, 1977)
Self-concept is seen as relevant by practitioners, theoreticians 
and researchers because it is held to have a causal relationship t o ’ 
motivation and hence to performance and achievement* But, as 
Wittgenstein has pointed out, ways of thinking (psychological 
regularities) need not correspond to ways of behaving (physiological 
. regularities). When we examined the literature on black self-concept, 
we saw that before any research was carried out the impression and 
the theory based on the impression was that there was no possible basis
for the development of a healthy self-image amongst black people
Kardiner & Overseyb 1951 )• After the mid-1960*s, research began to 
show blacks having positive self-concept* The fact is, as we have 
tried to show in our discussion of Black Culture and Consciousness, 
people derive the means to sustain a sense of self from many sources
and do not rely on negative and hostile views as their source of
f . '
information about self* Through political, social, literary and
musical styles, people create alternative sources of self-hood. We 
should not:therefore be surprised to find a normal/average distribution
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of self-concept scores amongst black children living in Britain.
As Abelson has written, it must be possible for us to regard people 
as 'free agents whose actions and avowables are explainable by his 
reasons, purposes and values... in brief, a human being is a person 
not an automaton' • (Abe 1 son, 1977)* Taking a view of people as' 
actors, actively engaged in defending their own world, including their 
sense of self, permits us to see that any human being can create for 
herself a self-sustaining, self-enhancing environment - whatever 
objective values others place on such an environment will be a 
function of their own status-posit ion and values. However, the. 
individual can have any degree of self-worth but the assumptions that 
actions and behaviour follows from this is quite illogical. Thus, 
from the research presented here, we see no real differences in self- 
concept scores between groups of. children; their ways of thinking 
about themselves are similar, but their expectations are widely 
different. Ways of behaving are mediated by factors outside the 
individual's control; ways of thinking need not be. An individual may 
feel very worthy, but knows that unemployment amongst young blacks 
is well over half of all school leavers in parts of London; however 
worthy she may feel about herself as an individual, as a worker she 
knows that her future (work) behaviour is largely outside her control. 
The high aspirers in this group are those who go the community 
Supplementary school, i.e. those who have additional information, and 
those who may be too young to know any better - the primary school 
children. What one is suggesting, therefore, is:
(a) that it^  be acknowledged that black children (people) have 
sources of self-pride and do not simply introject the negative
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views of the white society: these sources include a history 
of political, social and religious resistance to stereotyping 
and racial abuse.
(b) Self-concept or self-esteem, which is a psychological function 
of individual or group values, cannot be regarded as being 
(overall) in the same category of power or determinism as the 
social structure prevailing in a given society. This point is 
related to the discussion on the sociology of educational 
inequality which was discussed at length in Part 1 of this thesis.
(c) Within this analysis, acknowledgement of the subjective 
reality of the actor leads towards an acceptance of the actor's 
definition of herself and her world as valid, but also, notes the 
constraints of structures on individuals and groups within a 
given society.
(d) The constraints of structures on individuals and groups 
leads to strategies for survival and the initiation of processes 
through which some modification of the structures are attempted,
(e) The (normal) self-concept of black children (and adults) is 
therefore best understood in terms of the development of a culture 
which acts to protect and sustain the individual and the group:
1 culture1 in this sense is taken to mean the values and world 
view of the group as shown in language 1 dialect1, literature, 
music, religious and political movements which historically 
reflect the striving for individual and group autonomy.
f
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Curriculum Innovation
In terras of the critique and analysis of self-concept theory and 
research presented in Part 1, the school-based projects are represented 
in the theories and ideas put forward by self-concept theorists and 
educationists as outlined in Chapter 1 of this thesis. Although these 
theories stem basically from an interactionist perspective, they have 
also been influenced by Freudian theory, social behaviourism and allied 
theories. Overall it is tidy to regard all these theories and ideas 
as falling within the 1 developmental1 approach to education which 
emphasises the personal growth and development of the individual child 
as among the primary objectives of formal education.
The examples of curriculum innovation we have been considering 
indicate a process of adaptation on the part of schools and teachers 
where there are large numbers of West Indian pupils. The theoretical 
rationale within which all the teachers operate could roughly be 
described as liberal and the aims as developmental. However, we have 
seen that the children in these groups exhibit more negative attitudes 
towards schools and teachers than any other group, including the 
comparison group; these children have aspirations which reflect a 
general desire to be rich, happy and self-fulfilled. Only 9 (12%) 
mention the desire for a professional-type career, although 14 (18%) 
hope for a career in entertainment or football. This is perhaps the 
one area where the influence of the school projects could be noted, 
the school group having by far the highest number of aspirants for 
stage and entertainment careers. One school project dealt with the , 
use of dialect in creative writing including scripts for TV and other 
plays and another project dealt with the use of photography in
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creating 'images'.
Of the four projects which were described, the West Indian 
Literature group has ended and one (Images) is also under threat.
The two which have survived (World History and Religion) show a better 
organised and more 'professional' approach to innovation and in the 
sense that they have gained the support of the school and the L.E.A. 
officials and thus ensured their survival, they can be seen as 
'successful'. However, in terms of their own objectives: enhanced 
self-concept, leading to more positive attitudes to school and better 
motivation, there seems no indication that children in these groups 
have benefited at all in these terms. That is not to suggest that 
this type of endeavour should not be undertaken, but rather that 
objectives should perhaps be more 'realistic' and should be expressed 
in cognitive, rather than affective, terms.
What is important in establishing objectives in school curriculum- 
innovatory projects, are the assumptions from which the teachers start - 
and these assumptions, shared by all teachers irrespective of teaching 
style, is the belief that black children have poor, negative self-concept 
and low self-esteem which need compensating and enhancing. Whilst in 
no way denying the effects of racism and discrimination in the society 
generally and in the school system, I would argue that to see black people 
and their children, as passive beings, simply reacting to structural forces 
is a limited view which denies the facts of history and is supported neither 
by commonsense nor by rigorous sociological analysis. Teachers and 
other practitioners therefore need to question their own assumptions 
and those which underlie the theories on which their own teaching is 
( ,
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based before setting out on curriculum innovatory projects and 
particularly in deciding what the objectives of these projects should 
be. .
Community Involvement in Schooling
It has earlier been suggested that West Indian Supplementary schools 
are part of the same historical process outlined in Chapter 2 of this 
thesis, that is to say, they represent a creative and dynamic process 
whereby people seek to define, influence and change the conditions of 
their lives. This process may be illustrated by political, religious, 
literary and other social developments; for the purposes of this work 
we have looked at only one aspect of this overall process.
Traditionally, community involvement in schooling is related to the 
romantic ideal of ’community1 which relates back to the Cambridge 
Colleges of the 1930’s and the ideas of William Morris (Poster, 1971) 
and to the notion of the ’open school* as a characteristic of ’open 
education* (Bernstein,1969). The type of community involvement in 
schooling which we have been considering is not the attempt by the school 
system to ’involve* the ’community* (however defined) in some aspect 
of schooling, in a setting that is already well established and where 
boundaries are clearly marked out, such as, for example, the contributors 
to ’Teaching in the Urban Community School’, Garner (1973) put. forward 
in the argument for more community involvement in urban education and 
focus on social worker, health visitor, teacher visitors, doctors etc. 
as the people most likely to encourage this type of ’involvement*. 
Easthope (1975) has argued that such a conception of the community 
school and community participation suggests a colonial role:
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'The school becomes a coloniser of the local area as a source 
of ideas for an audience comprised of an elite drawn from 
inside and outside the area ... far from destroying the 
hierarchy between school and the local area only serves to 
strengthen it.'
Easthope, 1975
Easthope continues:
'A community school that is not a coloniser is difficult to 
conceive of in Britain because the concept of the school as 
an autonomous 'hierarchical community' with a sovereign head 
precludes any real local control over the process of education'.
For the minority group the problems of control over the type of
schooling their children receive are even greater than for the rest of
the urban community. They are stigmatised (Goffman, 1959)% regarded
as inadequate and incapable of good parenting (Kitzinger, 1972). They
suffer terrible discrimination in housing and employment 0?EP Report,
1967). they are approached at all by schools to take part in the
education of their children it will not be as partners, they themselves
will.be seen as needing help and treatment.
The type of community involvement in schooling which we have been 
considering here is reminiscent of the kind of activity amongst working- 
class socialists in the late nineteenth and early twentieth centuries 
(Reid, 1965). There is no comparable contemporary English working-class 
equivalent to the West Indian Saturday schoolis. Unable to influence 
the school system, the West Indian community has devised its own 
response. As we have seen, this response can take different forms and 
the Saturday school is in any case only one type of response, but it is 
the one which we are concerned with. We have seen (Chapter 7) how 
the Official Community Projects ape the hierarchical school system and 
thus ensures respectability and funding; they also rely more on
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’professional1 expertise and tend to assign parents a somewhat 
limited role. However, they can never create for themselves the same 
problems of the established school system, because they are part of
’the community’ in a way which the formal school system is not. They
are far more accountable and responsive to pressure from the community, 
being voluntary. Children can vote with their feet; the Saturday schools 
have no sanctions to apply. In the ’grassroots’ self-help projects . 
we really did see community involvement in schooling, people working 
together to help youngsters to acquire skills and knowledge which they 
believe are essential. People volunteer for duties (secretary, 
treasurer) as they are able and all can join in the teaching of the
Is ' . . .
children. ’Professionals’ in the group are not accordeiany particular 
status but help on the same basis as other members.
The research undertaken as part of this study shows that the
community groups are very successful in encouraging children to develop
positive (if Instrumental) attitudes to school. Children attending
them are also very much less critical, of teachers than children taking
part in innovatory school-based projects and children in a comparison
group. The children in Saturday supplementary schools have higher
aspirations than children in the other groups. They are not more
critical of parents or alienated from them, as has been suggested (Times
Educational Supplement, 24.2.78); on the contrary they appear to value
their parents and their home life very highly. The children in this
group were among the few to associate home life with ’intellectual*
skills. This category received four mentions in the community groups
(N = 99) as against one in the rest of the sample (N = 165).
(
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For whatever reason, West Indian children continue to under­
achieve in British schools, lagging behind white working-class British 
children in tests of attainment in school subjects (Little, 1978).
From the research reported here, we have seen that community-based 
supplementary school projects have in them children who exhibit more 
positive attitudes to school, less negative attitudes to teachers 
and higher aspirations than children in the other groups with whom we 
compared them. This is particularly interesting as the population of 
the community supplementary schools reflect the population in the 
community* including children ascertained as E.S.N., children suffering 
various kinds of physical handicaps and those attending maladjusted and 
other 1 special*'.schools,' whereas the school-based and comparison groups 
were drawn from the /normal* school (Secondary and Primary) population.
In a recent paper on Jewish education in Britain, B.Chazan, of the 
Hebrew University of Jerusalem (Chazan, 1978) suggested that *the 
phenomenology of ethnic group education is a promising resource for the 
understanding of issues related both to ethnicity and education*. ,
Chazan is concerned with a group (Jews) who are ah established and 
accepted part of British society, he writes that British Jewry is a 
good example of Jewish integration and acceptance in a non-Jewish 
society and that British society has been receptive to Jews and the 
Jews of Great Britain have successfully learned how to adjust and absorb.
In contrast, the West Indian community is barely tolerated in British 
society and there exists a long history of prejudice and discrimination 
against people with black skins. Little (1972);Walvin,(1973)JRose et al 
(1969); Hartman and Husband (1974); PEP Report, 1967; Scobie (1972). Thus 
the development'of Jewish'schools or educational programmes in the
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Jewish community and supplementary schools and educational programmes 
in the West Indian community may appear similar types of response, but they 
are in fact reactions to very different objective social conditions.
Thus, the emphasis in Jewish schools is on religious and cultural 
curriculum (Chazan, 1978), whereas West Indian schools stress 
acquisition of skills and knowledge within a virtually uni-racial 
context where West Indian (and black culture generally) is emphasised 
and given pride of place,
Chazan*s (1978) analysis suggests that the development of ethnic 
education programmes or schools is related to the group*s own * sense 
of self1, to particularistic or assimilationistic tendencies iii the 
group and to the values and mores cherished by the group. This is 
essentially the approach adopted here in relation to the discussion of 
the West Indian community*s involvement in the education and schooling 
of their children.
The development of Supplementary schools by the West Indian 
community may be seen negatively as a threat or positively as a 
challenge. What is certain is that they represent perhaps the only 
real example of working-class community involvement- in schooling at 
the present time. They therefore represent an area of interest for 
sociology generally, and for the sociology of education in particular.
<
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8.9 S U M M A R Y.
Details of the comparison group of 89 West Indian children aged 
1CH15 were supplied. Results on the research instrument were 
outlined and discussed. The research findings for the complete 
sample (N = 264) were presented and discussed in respect of the 
hypotheses. A summary of the findings was provided. The chapter 
ended with a discussion of (1) the relevance of self-concept to the 
schooling of West Indian children; (2) curriculum innovation and 
(3) community involvement in schooling.
(
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• V ;
C H A P  T E R N I N E  ;
IMPLICATIONS
H T R O D  U C  T I 0 W
•In reality a mediocre teacher may manage to see to it 
'that his pupils become informed, although he will not 
Succeed in making them better educated; he can devote a 
scrupulous and bureaucratic conscientiousness to the 
mechanical part of teaching - and the pupil, if he has 
an active intelligence, will give an order of his own • •• . 
to the "baggage” he accumulates* With the new curricula 
••• there will no longer be any "baggage" to put in order 
••• A date is always a date, whoever the examiner is, 
and a definition is always a definition* But an aesthetic 
judgement or a philosophical analysis?*
Antonia Gramsci, On Education
Gramsci*s argument against the romantic idealism of the Gentile 
Reform of 1923» which sought to change Italian education from mere 
•instruction* to an *active*, ’creative* process, is very relevant to 
any discussion on urban schooling in Britain today, and particularly 
to the schooling of West Indian children within that syfcem* We have 
seen from our review of the literature on self-concept, self-esteem 
and schooling that there is almost unanimous agreement amongst researche 
and teachers that the development of positive self-concept and high 
self-esteem are important to attainment in schools* The practical 
results of these assumptions is for teachers to act more and more like 
social workers and consequently ,to neglect their primary role of 
•instruction** We have seen from the research undertaken as part of 
this project and the findings presented earlier that there is no basis 
in fact for the belief that black children have poor self-esteem and 
negative self-concept; further, we questioned the belief that high or
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low self-concept in itself can make a difference to the structural 
forces in society which'largely determine distribution of income 
which in turn determines class and status positions.
In coming to this final chapter, we examine the implications of the 
critique and the research for the schooling of West Indian children.
We are not here concerned with developing relevant curricula; the 
details of what Gramsci called "the baggage" may not be as important 
as has been recently stressed (Callaghan, 1976)* What is of over-riding 
importance is that children should acquire the means to put "the 
baggage" in order; something they cannot possibly do if they, have not 
mastered the fundamentals through intellectual discipline and study, 
and are virtually semi-literate.
The proposals which follow may appear controversial or conservative 
(depending on viewpoint). The intention is that the debate over the 
schooling of working-class and black children should be opened up to 
rigorous academic scrutiny so that discussion of issues such as the 
place of emotions in the classroom, self-concept and self-esteem 
should be linked to discussions of the structural factors which regulate 
social and economic life so that teachers are not further encouraged 
into teaching methods based on romantic ideas of ’self-realisation’ 
etc. to the detriment of their pupils’ best interests.
Neville Bennett (1976), in trying to explain the poorer academic
performance of the ’informal’ pupils in his sample, observed that one
explanation may be:
’... that the poorer academic progress of informal pupils is 
an accurate reflection of the aims of informal teachers...
Formal teachers stress academic aims while informal teachers 
prefer to stress the importance of self-expression, enjoyment 
of school and the development of creativity.’
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This seems to lend, support to my thesis that teachers who 
emphasise self-concept, self-esteem etc. do so at the expense of 
more concrete objectives. Although it is possible to test whether 
or not a child can read, write, spell or do sums to most people*s 
satisfaction, there is no agreed method of telling whether a child 
is *self-actualised1 or not - even if it were important to know. It 
is for these reasons that the central recommendation of this report 
is for the use of more formal methods of teaching West Indian children 
throughout primary and secondary schools. These methods are understood 
and approved of by West Indian (and other working-class) parents and 
in the light of the dismal failure of the present approach, formal 
teaching methods can only offer an improvement on the present 
situation, which has resulted in low attainment by West Indian pupils 
and concentration of black children in lower streams of comprehensive 
schools, remedial classes and special schools for the educationally 
subnormal.
We turn now to a general discussion of the work as a whole and its 
implications for (a) policy (b) theory and research (c) schools and . 
teachers (d) parents ( € C ^ d j r - l i 3
(
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S U M i A R I  
PART 1
The first part of this report provided a critique of theories and 
research on Black self-concept, social class and schooling. It 
became Ovident that these theories are vague and confused and research 
findings are contradictory and conflicting. A suggestion was made that 
important aspects of the culture and subjective world of black and 
working-class people had been ignored in developing theories to explain 
the basis of their self-concept and self—esteem. Historical and literary 
information was provided.to illustrate the thesis that black people in 
America and the Caribbean have been able to sustain feelings of pride 
and self-worth (L. Levine, 1977) in hostile environments - this is 
in contrast to the view, widely adhered to both in social psychology 
and in sociology, which holds that self-hate, negative self-concept 
and low self-esteem are inevitable features of JThe Black Experience1 
in the Hew World (Myrdal, 1946 J Kardine.r and Ovesey, 1951 )• As well as 
culture, other features which have been ignored by writers, researchers 
and practitioners concerned with self-concept and schooling are the 
structural factors identified by workers concerned with the sociology of 
educational inequality - which explains educational and social inequality 
as due to functional causes - the roots lying in the economic structure 
of societies. It was suggested that self-concept theorists need to 
pay attention to research of this kind, as it has implications for 
the claims which are made about the long-term results of self-concept/ 
self-esteem enhancement in terms of improved attainment/achievement and 
subsequent employment and social prospects.
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PART 2.
The second part of this report presented my own study on the self-
concept of West Indian children experiencing different types of
educational intervention. These were of two main types: (a) in 
•
schools aimed at compensating them for negative self-concept, 
disadvantage and deprivation and (b) with increasing attainment 
through attendance at Community Saturday schools. The methods of 
research used included (l) the comparative survey (2) observation 
and interviews (3) documentation. The findings were reported in full 
in .Chapters 6, 7 and 8 - in the main no differences on self-concept 
or self-esteem scores were found between school or community groups 
or age-groups but there were minor differences between boys and girls 
on one measurement of self-concept. (Girls scoring slightly higher 
than boys on the Piers-Harris children*s self-concept scale.) The 
groups showed major differences in attitudes to school, children in 
the Community Saturday schools displaying highly positive attitudes to 
school in contrast to the comparison group who were distinctly lukewarm. 
Attitudes to parents and family life were constructively critical, 
but generally highly positive.'
The research essentially documents a process - the process by which 
some schools with large numbers of West Indian pupils adapt to their 
presence; and also the propess whereby West Indian parents, children and 
the West Indian community in general reacts.to the facts of prejudice, 
racism and discrimination which they identify in the British school 
system (Coard, 1971)• The process also involves a reaction to teaching 
f
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styles and methods which West Indian parents view as generally 
■unhelpful to their children.
(
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D I S  C .US S I O N
With Brian Simon (1965) I would argue that a critical conception
of sociological theory must be able to explain and demonstrate
plausibly, at a number of levels, of which the empirical is only one,
the ways in which anomalies and inconsistencies within schools reflect
wider contradictions within the social structure* In looking critically
at the ideas underlying self-concept theory and research and in
examining the process involved in projects which attempt to apply •
these theories within schools, one major contradiction has emerged:
given the level of dislike of teachers it is virtually impossible for
teachers to.be ’significant others’in the lives of West Indian
children* This factor is compounded by evidence which suggest that
teachers are not all that keen on black children either: Brittan (1976)
showed that teachers in general had negative, stereotyped views of
West Indian pupils. Willis (1978) suggested that the one tension-free
area between ’the lad’ (who belonged to the school counter-culture) and
the teachers was their mutual resentment of the immigrants in their
midst. Willis wrote:
’Certainly it is quite explicit that many senior staff associate 
the major immigration of the 60’s with the break-up of the 
’order'and quietness’ of the 1950*s and of what is now seen more 
and more retrospectively as their peaceful, successful schools.’
My own research suggests that Wost Indian pupils, at least, have 
equally negative feelings towards teachers. Individuals or small 
groups of children develop ’relationships’ with a particular teacher 
or teachers but this does not appear to affect their overall attitudes, 
to most teachers whom they perceive as having inordinate power over
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them and generally disliking them. The attitude change which may 
result from participation in group work projects of the kind 
described earlier may lead individuals or small groups of children to : 
see certain teachers as being well disposed to them and willing to 
treat them on a par with English children. These attitudes are not, 
however, generalised on to school - so that, although individual 
relationships may be good, general attitudes and behaviour may remain 
unchanged* Since the total school environment is perceived as 
unhelpful, this is to be expected.
Relationships are not stressed in Saturday schools - work is; 
if anything, children are encouraged to ignore ’relationships* especially 
with friends who are not serious about work and might get them into 
trouble. It may be that in a voluntary situation the need to stress 
relationships does not exist - children come because they want to 
learn; teachers and other helpers because they care enough whether 
children learn to give up free time to teach them, in contrast, teachers 
in week-day schools who are committed to a 1 relationship* based 
teaching style appear to need to stress relationships continually.
One young teacher told me that, *it is impossible to teach these 
children (there were over 60% West Indian boys in this school) unless 
you first have a relationship with them*. This is in a school with 
at least one suspension-per week, and where even as he spoke we could 
hear masters literally screaming at boys and boys shouting back, 
teaching going on against a continual.din and uproar - or so it seemed 
to me. Yet this teacher, just two years past his probationary year, 
firmly believed that he could only teach where a relationship already
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existed. In one day he might take 3/4 classes of 25-30 ‘boys each.
Was it possible to have *a relationship* with each and every one of 
these boys?':I asked, was it necessary? He felt.that not all boys 
needed a relationship every day or with the same intensity— a death 
id the family, father gone ’away* etc. could lead to the necessity 
to help that one boy on a particular day^ but the basis for such 
help had to exist beforehand. Thus he felt that the teacher should 
aim atdeveloping some kind of a relationship with all the pupils he 
teaches. His views appeared to be based on the teaching of Carl Rogers 
and, I suspect, were more in line with what he had learnt in college 
and what he believed to be ideal, rather than on what actually happened 
on a day-to-day basis in his school. '
The problem is - how is the teacher to develop a relationship with 
children or groups of children he/she actually dislike, and who 
(because like s/dislikes tend to be mutual) also dislike the. teacher?
Is it really necessary to develop a ’relationship* with a child in order 
to teach it numeracy and literacy? ,What if one is a perfectly good 
mathematics teacher but hopeless at ’relationships*? Should one not 
be a teacher?
There may be a danger here of relationships assuming importance 
beyond anything that is useful or meaningful within the context of the 
■provision of schooling for working-class and black children in 
contemporary British-society. Irrespective of the theoretical Or other 
weaknesses of the emotions/relationships school of thought in the 
classroom, it is clear that, given the negative feelings which both 
groups (teachers and pupils) generally have of each other, it would be
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unwise .to allow emotions and. relationships to assume major 
importance in urban schools. A black teacher told, me that in her 
view left wing radical teachers had done more harm to black children 
in schools than any other group. She said that the perfect teacher 
for West Indians was a traditional no-nonsense teacher who knew 
her subject and knew, how to teach. ♦Politics donft matter - unless, 
the teacher is really right wing, of course - N.F. or something 
like that — otherwise it.*s a non-issue*. Many community workers and 
youth workers also blame left wing teachers for over-indulging black 
kids, letting them * get away with anything so long as they had a good 
relationship with the child*• In my experience, this attitude 
transcends politically boundaries and is as common among liberal as 
amongst so-called radical teachers.
What should be the aim of schooling for West Indian children? 
Historically, traditional Liberal Education theory has as its 
distinguishing characteristics belief in:
(a) the Integrative function of education - the process whereby-the : 
young are integrated into the roles expected and required of 
them in adult society (Durkheim).
(b) The Egalitarian-function of education — whereby society is 
services, governed and controlled by a meritocracy of intelligentsia 
drawn equally from-all social classes and all groups, the only 
criteria being intelligence (Dewey).
(c) The Developmental function of education — whereby the process of
education promotes in the individual autonomy, self-realisation,
self-actualisation and self-understanding - t'he * rational man*/ 
f *
person created as a result of exposure to liberal ideas and 
education.
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Examined against these criteria the school system as' a whole would 
seem to fail on all counts:
(a) Integrative schools: they are not ‘integrative*. Increasingly
West Indian youngsters are rejecting *the roles expected and required
of them by adult society* (Donna and Marcia,. 1978)* They are
refusing to do the menial jobs which their parents were glad to do,
they call this *shit work*.
•Within the West Indian working class there has developed a 
distinct grouping of unemployed men and women, which increases 
at the end of every school year. It is not a reserve army ‘ 
of labour - that is to say, held in reserve to be called upon 
at the will of London Transport, Fords, night cleaning 
agencies, hospitals and all other employers of black immigrant 
labour. Call as they might, the youths have uncompromisingly '
refused to budge. It is an overwhelming refusal of shitwork. *
Race Today Collective, January 1975
The counter-culture developing amongst young blacks in Britain, 
including membership of the Rastafarian religion and alternative life­
styles around it, clearly indicates an unwillingness on the part of 
young West Indians to accept the position offered to them in British 
society. Even though, to many observers, the alternatives they create 
for themselves appear equally unattractive and lead to equally bad 
resuits. .
(b) Egalitarian function of schooling. It follows from what has
already been said that this too is a dream. As far as most West Indian
parents and children are concerned, the schools do not even begin to
offer anything like equal opportunity; they suffer all the disadvantages
of the urban working class and the additional ones of prejudice and
racism. It was interesting to be told that all the most successful 
( . .
West Indians in this country were educated in the Caribbean, at least 
for most of their school life. Whether this is true or not I have
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no idea, "but it is widely Relieved in the West Indian community, .
I was told by one West Indian Deputy Head that Britain is a long 
way from producing its first fhome grown-1 black University lecturer I 
Whatever the reason, black children do not do well in schools and 
since the basis of the meritocracy is intelligence demonstrated by a 
suitable number of certificates and degrees, the school system 
clearly fails on that count as well.
What of the final criteria (c) the developmental function of 
education? This, of course, is the area with which the report has 
been mainly concerned - and the data presented in Chapters 6, 7 and 8 
relates.to this question. From the data present we saw that West 
Indian children in the total sample had average self-concept scores 
and average-to-high self-esteem and thus the need for self-concept 
enhancement for all West Indian children to be questioned.
Gramsci (1 9 7 1) in his Notes from Prison, argued against the /Gentile 
Reforms1; he insisted on the value of hard work and discipline and for 
the need of the potential working-class intellectual to acquire 
mastery over the knowledge and skills of the elite if they were to 
effect any change in their own class position and in society. However, 
Gramsci did not see social change simply in economic terms, indeed he 
believed in Critical self-consciousness1 as the means towards personal 
awareness resulting in-cultural and intellectual change. He required 
education to produce Ipeople who could both master the skills of 
intellectual production and use them in engaging the forces of history, 
in active critical self-consciousness1 • But the self-awareness
he stressed was not the reflexive self-indulgence of the highly
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individualistic, idealised, romantic Liberals but part of a
historical process whereby the individual knows herself as *part
of the historical process which has.deposited in one an infinity of
traces*. Gramsci argued against the Developmental role of education
because he knew that such emphasis would result in an almost totally
ignorant and illiterate working class. He knew that for the working
class to succeed they had to produce intellectuals capable of
mastering elite culture and turning it to their own use - the working-
class intellectual would have to develop and sustain, through the
rigour of disciplined study, a coherent world view.
*What is required then is-that children be instructed in 
the often tedious rote learning of a whole intellectual 
tradition ... it is through such a process that each child 
will be enabled to analyse and think on a par with those 
intellectual traditions he/she must overcome in order to 
take up his proper place in civil and political society.*
In Gramsci*s terms, such aims required that, the traditional curricula
provide both the historical forms of the various worlds as well as
the intellectual rigour through which such worlds may be viewed.
Professor Brian Simon (1976) has warned Marxists about the dangers of
1 relativism* in these words:
*The "radical" nature of this relativist ideological position, 
and the danger of taking it seriously, is shown in the practice 
of those young teachers who, accepting this view of knowledge, 
and in their sentimental generosity, identifying with their 
working-class pupils, begin to see their role as shielding 
them from the demands of formal schooling and acting more in 
' the role of the social worker ... rather than as teacher, with 
the specific function of inducting pupils into the knowledge, * 
skills and abilities that derive from the objectives of an 
education appropriate to the mid-late 20th century. The 
dangers are evident: it provides means ... of denying to the 
working class access to knowledge, culture and science.*
Another leading Marxist intellectual, Maurice Levitas, has also
(1976) dissociated himself from the relativist position, with regard
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-to knowledge and has argued that the working class must first 
subject themselves to knowledge before they can master it.
We have seen that both in terms of a traditional Liberal analysis 
of the Developmental role of education and in terms of the supposedly 
radical'phenomenological Marxist viewpoint (both of which stress the 
need for developing self-concept and self-esteem in working class 
(and black) children in schools)is likely to meet with small 
returns and to work against the interest of the working class as 
. a whole. .
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.4 • IMPLICATIONS
1 for'Policy
2 for Research
3 for Schools and Teachers
4 for the West Indian Community
Policy decisions, should encourage teachers in urban schools to have
as their primary objective the teaching of skills and knowledge and 
the development of associated abilities in children. -Teacher 
training Should emphasise that teachers* professional interest lies 
in *the inducting of children into knowledge, skills and abilities *
(B.Simon, 1976) rather than in the provision of social work or 
therapy to children. Training courses could encourage teachers to 
consider the use of more formal methods of teaching (Bennett, 1976) 
which appear to have more overall parental support (Sharp & Green, 1976) 
and which may be more effective for certain children (Bennett, 1976) 
Another observation concerns the disproportionate stress which has 
been placed on knowledge of the cultural and home background of 
’immigrants* in teacher training. Since most British research and 
writing on West Indian family;life is ethnocentric and portrays the 
West Indian family as a pathological variant of the European middle- 
class family (Lowenthal, 1972? Morrish, 1971? Fitzherbert, 1968;
Hill, 1976) it is very likely that the effect of much of it is counter­
productive in terms of the schooling of West Indian children. It may 
reinforce already held stereotypes and not enable the teacher to 
. regard black children as potential intellectuals, worthy of their
best teaching effort, instead of potential clients for therapy. 
f
Appendix V (Fisher 1976) provides an illustration of this problem.
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If there is significant demand for Black or Ethnic Studies 
from the West Indian community, this would need to "be examined 
sympathetically by the L.E.A.'s and the D.E.S. - but it should not 
be assumed that the introduction of Black Studies programmes in 
schools will in itself have a notable effect on (a) the performance 
of West Indian children as a whole, or (b) reduce the tendency towards 
alienation, and the development of what have been termed (Willis,
1978) *sehool eeuuter culture' amongst West Indian adolescents.
The issues are far too complex, and are tied in with other economic, 
social and political factors which schools in themselves can do 
little about•
Saturday Schools
The D.E.S., the I.L.E.A. and other authorities with numbers of West 
Indian children may be interested to find out more about, the numbers 
of Saturday schools in their areas, the teaching methods they use and 
the success they have in increasing the attainment of West Indian 
children in schools. Since all official Saturday schools are known, 
to the authorities, it should be possible to acquire some information 
using existing channels of communications and thus obviate the need 
for further academic research. Thus, project leaders could be asked 
to supply information on children attending their projects based on 
the use of attainment tests at 6 or 12 monthly intervals. Formal 
examination passes of children attending these schools could also be 
monitored over time. The information yielded would be far from 
perfect, but it could provide a useful beginning. By encouraging the 
Saturday.school^ to be self-monitoring, this could increase efficiency
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and help on-going evaluation which could provide valuable feedback 
on performance etc# — which more academic research might lack*
Any policy decision on the education and schooling of West Indian 
children might consider the'giving of funds and other types of 
support to community-based cultural and educational projects* This 
would be in preference to extending the influence of the schools 
(via Black Studies, the use of Creole, steel bands etc*) into difficult 
and sensitive areas which are fraught with problems*
2, Theory and Research
The implications of the critique presented in Part 1 and the'
f , -
research presented in Part 2 of this report have important implications 
for self-concept research and theory in relation to schooling. In 
particular the need to develop a substantive theory based on the use 
of both empirical and phenomenological research methods. Willis (197$) 
has drawn attention to the development of a particular kind of 
school counter-culture amongst young'West Indians in the schools he 
studied. He has indicated that research in this area is urgently 
required and recommends that it should employ the methods of research 
he used with his sample of working-class boys, the Observer 
Participant method, which lays stress (almqst exclusively) on the 
subjective reality of the actor and the actor’s interpretation of 
his own world as the basis of social science research. Such research, 
if it were possible, would be helpful in clarifying issues of self- 
concept, impact of schoo1-culture on West Indian children and their • 
response to it. On a more practical level, research is needed to 
identify the process Whereby the school system labels West Indian 
children as (d) maladjusted (b) educationally subnormal and (c)
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emotionally disturbed, and thus consigns them in increasing numbers 
to special schools and treatment groups of one kind or another*
It is clear that what Willis has labelled the school counter-culture, 
as well as being a response.to a prospective wageless condition, is 
also a reaction by West Indian people to the violence which is done 
to them virtually from the moment they enter the formal school system*
If research has a role to play it must be in helping the school 
system and educational authorities to be less racist and discriminatory 
in their practice. As far as self-concept research itself is 
concerned, it has yet to prove its relevance or usefulness in :. 
relation to the schooling of the black child in Britain. It may also 
be useful for social scientists, as well as identifying what they 
take to be the pathology of the black family and life style to 
devote some time to investigating the capacity for survival and 
cohesion amongst minority group families in the face of the oppressive 
and destructive forces which characterise British and American societies 
in their dealings with people of African descent (Scobie, 1972;
Walvin, 1973; Little, 1972)*
3 Schools and Teachers
Most self-concept theory and research appeared to offer to teachers the 
opportunity of creating *new selves* for children out of the raw 
material they were offered by parents. The research reported here 
and the general theoretical stance adopted throughout is that schools 
should be places for acquiring skills and knowledge and developing 
abilities associated with these skills and knowledge. The teacher*s 
job should be t6 teach children these skills and knowledge and
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encourage the development of general abilities.
Many, (particularly young) teachers are put under enormous stress 
by the requirement to develop relationships as the basis of their 
teaching methods. This can lead to feelings of inadequacy and loss 
of enthusiasm for the job which they still have to continue to perform 
If teachers felt sure that their primary aim is to teach one feels : 
sure that this would lead to an easing of stress and consequent 
improvement in overall ’relationships *•
Schools and teachers must accept that West Indian parents care 
enormously about their children’s education, and they must take some 
responsibility (at least) if parents hesitate to.come to their schools 
or are hostile and unco-operative when they do. Schools and teachers 
should attempt to build on the obvious enthusiasm which West Indian 
parents have for education and resist the temptation to label as 
’over-ambitious* or ’unrealistic* expectations which they would take 
for granted in white middle-class parents.
Although I have stressed the need for teachers to teach basic 
skills, this should not be taken as a desire for rigid traditional 
curricula - the. curricula can only ultimately express the basic power 
relationships of society as a whole.
As Bourdieu(l977) has written, ’relations of communication are 
always, and inescapably, power relations which depend.for their 
form and content on the material or symbolic power accumulated by / 
the agents (or institutions) engaged in these relations...’ Although 
the curricula can be mediated and modified by the teaching process 
itself and by the pupils who are the objects of its designs, it
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remains an expression of power and it seems that by mastering.the
traditional curricula more West Indian children will have that hasis
.of choice which many middle-class people take for granted*
We may gain some insight into the realities of the problem of
’choice* for working class and ’immigrant’ black children by reading
what Kelvyn Richards wrote in an article on Multi-Racial schools
about the ’ambivalence’ of the school in helping youngsters decide
about future careers and prospects:
.’The ambivalent position of the school is more clearly 
illustrated if we consider careers guidance and placement*
Many young Asians and West Indians aspire to jobs in the 
Civil Service, local government, or the professions* They 
are concerned to stay .on at school, or to go to a college of 
further education, and gain as many qualifications as possible*
On the other hand, careers teachers strongly advise these 
people to get a job, and to obtain training on the factory 
floor or an office; and criticise them for having aspirations 
beyond their abilities. Perhaps teachers must recognise that, 
it is in the factory and the office that "colour bar” and 
racialist sentiments are most openly expressed* We must 
counsel more carefully*’
Times Educational Supplement, 9*12*77
Richards also advises ’the multi-racial communities’ that their
demand for ’the best of British education’ will have the inevitable
consequence of the ’Westernisation’ of their young people* This
argument suggests that mastery of traditional curricula involves
complete absorption into the dominant value system, resulting in
higher levels of alienation due to raised expectations, better
education etc* He writes:
’What are we really doing? Schools profess their aim to be 
equality of opportunity for all, and yet guide these non­
white pupils into factory and office, where they are not 
really wanted* The factory owners say they welcome all, and 
yet employ'- predominantly white workers*
The multi-racial communities demand the best of British 
education, and yet refuse to recognise that an inevitable 
consequence of this will be the "westernisation" of their 
young people* ’
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But a feature of post-industrial society is the mobility of 
labour on an international scale, and it is possible that the 
mastery of traditional curricula may extend the choice of these 
young people in a way that would have been considered impossible 
a decade or two ago*
4 Parents, Children and the West Indian Community
Parents, children and community leaders should press for a return of
achievable goals by teachers; by the same token, the West Indian
community itself must assume responsibility for keeping alive what
elements of their own language and culture they think worth
•preserving. In that they will be in company with the Jews, Irish,
Turks, Poles, Muslims and Hindus, who also constitute minority groups
in this country, all of whom have established Saturday/Sunday schools
and other Supplementary Education Projects with the aim of preserving
culture and language •
As well as this, the West Indian community must, for the
forseeable future, continue to supplement the regular schooling which
children receive in the weekday schools, but they must continue to
press for better state education for their children, in the meantime
making good,as far as is possible, the deficit in basic skills of
literacy and numeracy.
This research has very little direct information to offer on the
issues which concern West Indian parents most - except perhaps to
indicate some of ■■'the reasons why (some) schools fail (some) children;
and the ways in which certain theories, ideas and research findings 
f
may have influenced the development of teaching styles and methods 
which are particularly unhelpful to West Indian children.
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9.5 CONCLUSION
The conclusions of this research* based on the total perspective 
presented here, is that self-concept research, theory and teaching 
styles based on these ideas have little to contribute towards an 
understanding of how West Indian children in Britain should be 
educated, and may have contributed towards the low attainment in 
such-children - because they stress affective goals of self- 
expression, self-fulfillment, happiness etc. rather than academic 
goals. It has been suggested that teaching methods associated with 
mastery of skills and knowledge and the development of abilities 
should be substituted for affective-type goals which are vague., and 
'give teachers access to aspects of pupil personality which should 
be private ;'. they also extends teacher control of . areas of pupil 
personality whichare unnecessary for instructional purposes.
Whilst not decrying all attempts at curriculum innovation and 
creativity, the need for schools to retain a commitment to the 
mastery of basic intellectual skills and competencies by all 
children have been expressed.
f
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A P P, E N D i X I
BIACK STUDIES SYLLABUS FROM A LONDON COMPREHENSIVE SCHOOL
PREATOLE
The purpose of a ’’Black Studies’1 course is to provide both black 
and white peoples with a means of compensating for inadequacies of 
understanding, lack of identity and poor self image, sheer ignorance, 
the holding of myths and prejudices, feelings of superiority and 
hostility so that a degree of understanding and humility may lead to 
mutual respect* This may be utopian- but no more so than many 
syllabuses in various subjects* The difficulty is that the course 
would entail virtually the rewriting of World history from about the 
beginning of the 17th century. Further it would make it necessary to 
take a look at the influence of that history upon the related subjects 
of geography, literature etc* Fortunately, there has been in the 
last f6w years an increase in the production of text books which 
provide this kind of analysis*
The following syllabus is designed to cover a two year course and is 
aimed more at schools with mainly West Indian origin children* It 
will be necessary therefore to be both selective in.parts and 
expansionary in others* Throughout ’’black” is meant to include all 
non white, since there is a growing realisation that the shade of 
colour of skin is relatively unimportant•
It is.essential in a study of this kind not to lean over bakcwards 
to compensate, perhaps subconsciously, for the past, but to present 
a true picture, warts and all, of both whites and blacks. ’’Black is 
beautiful” but not all black is beautiful, ’’Papa Doc” in Haiti,
General Mobutu in the Congo, could hardly be called liberals during 
their infamous regimes. Since some of the material will necessarily 
be controversial, it would be useful to have outside speakers coming 
in to give different points of view and to stimulate thought.
SYLLABUS ” . ■ .
. I
A comparative look at the medieval history of the world, social, 
cultural and economic - to bring out the diversity and richness of 
different cultures and the relatively low spread of different standards 
of living. To take in some or all of the following countries or areas:
a) Europe
b) Africa
c) Worth and South America
d^ India ' ' -
e ) South East Asia
<
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ii
The beginning of modern colonialism and exploitation on a large scale* 
Portugal and Spain in South America in the 16th century in their 
search for gold, silver and other riches. The destruction of native 
economies, e.g. the Incas, and the introduction of single cash crops, 
e.g. sugar in Barbados, bananas in Jamaica etc.
Ill - . ■
Early Capitalism. The growth of international trade and search for 
markets on the one hand and for precious metals, raw materials, 
tropical foodstuffs, palm oil etc. on the other. The development 
of the Chartered companies, e.g. The East India Company, gradually 
dominating countries like India.
IV
Development of Western technology leading to superiority in arms, 
machines and organisation, thus enabling the slave trade both to make 
profits in itself and the provision of cheap labour in the plantations 
of the Americas. • The effect of the slave trade upon the economy of 
Africa. The resistance and rebellions of the slaves e.g. Haiti.
. V
The East India Company and its trade relations with India, Burma,
Ceylon etc., a private company virtually governing a vast area and 
sending large profits back home. The rebellion leading to the take-over 
by the British Government in the 19th century. The effect of the 
tradings and subsequent Imperial policies upon the economic development 
of indentured labour to the Caribbean after the abolition of slavery..
' ' V I  . •
The situation of the black slaves in the West Indian plantations.
Their economic, social, politicaland cultural development. The 
psychological effect of slavery upon blacks and whites.
VII
The abolition of the slave trade. For humanitarian reasons or were 
slaves no longer economically viable? What changes, if any, did 
abolition bring about in the lives of the freed slaves,?
VIII
The Civil War in the U.S.A. and the economic reasons which brought it 
about. . The position of the blacks in the deep South and their situation 
after the end of slavery. The Klu Klux Klan, denial of Civil Rights, 
segregation, and the general degradation of the blacks.
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IX
The 19th century straggle for the division of. Africa between the 
European powers* The search for:
a) raw materials, e.g. copper, tin, copra
b) cheap labour
c) markets for cheap goods
d) an outlet for a growing middle class as administrators, 
soldiers, policemen etc.
The role of the churches and missionaries in this colonial development 
The Boers in South Africa and Cecil Rhodes.
x
The beginnings of the movements towards freedom after the 1st World 
War, e.g. Shandi and Nehru in India -and the effect of the peaceful 
civil disobedience movement. The irresistible drive past 2nd World 
War and the freeing of India, followed by Ceylon, Burma and then 
Ghana, Nigeria and the West Indies. The French in Inco-China and 
their substitution by the USA. Vietnam.
The Dutch in Indonesia.
The French in Algeria.
The necessity for armed struggle in. some cases and peaceful movements 
in others.
X1 * . .
The post-colonial situation in the ex-colonies:
aV single cash crop economies 
• b) lack of development capital
c) mineral and oil extraction by Western enterprises
d) the nature of aid to developing countries and recent 
research showing how it benefits the givers more than the 
receivers.
e) the economic stranglehold by giant and multinational firms 
upon the ex—colonies, e.g. Tate and Lyle, Standard Oil and 
British Petroleum, Unilever, Fyffes etc.
f) the depression of prices of raw materials leading to adverse 
terms of trade movement by the financial juggling of this 
multi national firm.
g) corruption and ’’Uncle Toms”
XII
Black post-war migration from the Caribbean, Pakistan, India,
Indonesia to Britain, U.S.A., Canada and Europe. A search for a 
better life. The shortage of labour in Europe post war encouraging 
this flow, e.g. Enoch Powell when Minister of Health responsible for 
sending recruiting teams to Jamaica etc. Likewise London Transport. 
The immigrants taking up the semi-skilled, unskilled and low paid jobs 
(
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Economic and social circumstances of immigrants in Great Britain. 
Housing, jobs, education, civil liberties. Factors in each leading 
to discrimination. Reasons for growing race and colour prejudice.
Is polarisation taking place and if so will this lead to confrontation?- 
Immigration Acts. The. C.R.C. Powellism and comparison with Moseley 
re Jews. Virtual cessation of immigrants from ex-colonies but 
continuation from countries like Greece, Spain, Portugal etc.
XIV
Education and immigrant children.’ (Also British bora black children). 
Alienation and lack of identity. Comparison of West Indian and 
Pakistan, Indian etc. children. Lack of motivation in schools and 
reasons for this. Expectation of prejudice and discrimination now 
and on leaving school, and Black Power and other political groupings. 
Propaganda providing a conditioning hostile to school learning.
All history and many subjects seen and taught through white eyes.
I • '
XV
The Civil Rights Movement in the U.S.A. and the changes brought about 
as a result. The development of ideologies and their spread e.g.
a) Black Power, Malcolm X 
. b) The Black Panther Party - Eldridge Cleaver 
c V Black Rationalism
d) Angela Davis
XVI
South Africa and Apartheid. Bantustans. Dialogue (Malawi).
Rhodesia - the Pearce Commission. HIBMAR
XVII
Portugal in Africa. Angola, Mozanbique, Guine Bissau resistance 
movements• v *
XVIII
An attempt to look into the future and predict the distribution of 
power between the white developed countries and the black developing 
countries.and the place of immigrants in the white countries.
f
SELF CONCEPT SURVEY
Maureen Stone,
.Department of Sociology, 
Surrey University
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Name of School ....................... ..............,. >..
Class or form  ..... ...o •
Your age last birthday ..................   years
Your date of birth ........o.............. 19............
Are you a boy or girl? Please tick
Boy
. Girl
This survey is confidential, no boy or girl will be identified, 
no names are required.
(
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Here are a set of statements. Some of them are true of you and so you will circle 
the yes. Some are pot true of you and so you will circle the no. Answer every 
question even if some are hard to decide, but do not circle both yes and no. Re- 
member, circle the j^ es if the statement is generally like you, or circle the no if 
the statement is generally not like you. There are no right or wrong answers. 
Only you can tell us how you feel about yourself, so we hope you will mark the
way you really feel inside.
1. My classmates make fun of me  ........................  . . . . . . yes no
2. I am a happy person . . .  . . . . . . . . . . . .  . . . . . . . . . . .  yes no
3. It is hard for me to make friends . . . . . . .  . . . . . . . . . . .  . . yes no
4. I am often sad . .  «« . . . . .  . • •  . . . . . . • •  . . . • •  . . . .  ••  yes no
5. I am c le v e r ......... . . . . . . . . . . . . . . . * • • • * yes no
6. I am shy .     . . . . . .  . . . . yes no
7. I get nervous when the teacher calls on m e    yes no
8. My looks bother me . . . .  . . . . . . . .  . . . . . . .  . . . . . . . yes no
9. When I grow up, I will be an important person . . . . . . . . . . .  . yes no
10. I get worried when we have tests in school. . . . . . . . . . . . .  . • yes no
11. I am unpopular. . . . . .  .................. . . .... . . . . . . . . . .  . . yes no
12. I am well behaved in school . . . . . . . . . . . . . . . . . . . . . .  yes no
13. It is usually my fault when something goes wrong . . . . . . . . . . . yes no
14. I cause trouble to my family .  ..........................   yes no
15. I am strong . . . . . . . .  . . . .  .................. . . . . . . . . . . . . yes no
16. I have good ideas . . . . . . . . . . . . . . .  i . . . . . . . . . .  . yes no
17. I am an important member of my family . . . .  ............... ...  . . . . . yes no
18. I usually want my own way . . . . .  . . . . . . . . . . . . . . . .  . yes no
19., I am good at making things with my hands   yes no
20. I give up easily . . . . . . . . . . . . . . . . . .  . . . . . .  . . . yes no
1
598
»
2 ■ '' •
- 3 -
21. I am good in my school work. . . . . . . . . . . . . . . .  . . . . . . yes no
22. I do many bad things. . . . . .  . . . . . . . . . . . . . . .  . . . . . yes no
23. I can draw well . . . . .  . . . .  . . . . . . . . . . . . .  • • • * yes no
24. I dm good in music . . . . . . . . . . .  . . . . . . . . . . . • • • yes no
25. I behave badly at home . . .  . . . .  . . . . . . . .  . • . . . . . . . yes no
26. I am slow in finishing my school work . . . . . . . . . . . . .  . . . . yes no
27. I am an important member of my class . . .  . . . . . . . . . .  . . . . yes no
28. I am neryous .     . . . . . . .  ......................  . . . yes no
29. I have pretty eyes . . . . .  . . . . .     . . yes no
30. l ean give a good report in front of the class. . . . . . . . . . . . . .  yes no
31. In school I am a dreamer . . . . . . . . . . . . . . .  . . . . . . .  . . yes no
32. I pick on my brother (s) and sister(s) . . .  ............. ... . . . .  . . yes no
33. My friends like my ideas. . . . .  . . . . . . . . . . .  .. . . . . . . .  yes no
34. I often get into trouble . . . . . . . . . . .  . . . . . . . . . . .  yes no
35. I am obedient at home . . . . . .  . . . . . . . . . . . . . . . . . . .. yes no
36. lam lucky .  .................... . . . . . . . . . . . . .  . . . . . . . .  . yes no
37. I worry a lot . . . . . . . .  . . . . . . . . . . . .  . . . .   yes no
38. My parents expect too much of me . . . . . . . . . . . . . . . . . . .  yes no
39. I like being the way I am  ......................................      . yes no
40. I feel left out of things . .     yes no
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41. 1 have nice hair . ..................... . . . .  . . . . . . . . . . .  • • yes no
42. 1 often volunteer jn school . . . . . . . . . . . . . . . .  . . .  • • • • yes no
43. 1 wish 1 were different . . . . . . . .  . . . . . . . . . .  . . . . . • • yes no
44. 1 sleep well at night . . .............. ... . . . . . . .  . . . .  . . .  . . . . yes no
45. yes no
46. 1 am among the last to be chosen for games . , . . .  . . . . .  . . .  . yes no
47. 1 am sick a l ot . . . . . . . .  ..................... . . . yes no
48. 1 am often mean to other people . . . . . . .....................  . . . . . . . yes no
49. My classmates in school think 1 have good ideas. . . . . . . . . . . . yes no
50. 1 am unhappy. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . yes no
51. I have many friends . . . . . .  . . .  . . . . .  . . . . . . . . yes no
52. 1 am cheerful . . . . . . . . .  . . . . . . .  . . . . . . . . . .  . . . . yes no
53. I am dumb about most things . . . . . . . . . . . . . .  . . . .  . . . . yes no
54. 1 am good looking . . . . . . .................................................... ... . . * • yes no
55. | am a l iv e ly  person . . . . . . . . . . . . . . . . . . . . yes no
56. 1 get into a lot of fights ................................................................................ yes no
57. 1 am popular with boys. . ..................... ........................... yes no
58. People pick on me . . . .  ..................... ... .................................................... yes no
59. My family is disappointed in me . ............................ . . ..................... ... yes no
60. 1 have a pleasant face . . . ..................... ... yes no
f
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61. When 1 try to make something, everything seems to go wrong . . . . . yes no
62. I am picked on at home . . . .  . . .  . . . . . . . . . . . . . . .  . . yes no
63. l a m a  leader in games and sports . . . . . .  . . . . . . .  . . . . . .  yes no
64. I am clumsy . . . . . .  . . . .  . . . . . .  . . . . . . .  . . . . . . .  yes no
65. In games and sports, I watch instead of p lay. . . . .  . . . . . . . . . yes no
66. I forget what I learn . . . . .  . . .  . . .  . . . .  ............ ..  . . . .  . . y e s  no
67. I am easy to get along with . . . . .  . . . . . . . . .  . . . . . . .  . yes no
68. I lose my temper easily . . . . . . . . . . . . . . .  . . . . . . . .  . yes no
69. I am popular with girls.  ........................ . yes no
70. I am a good reader . . . .     yes no
71. I would rather work alone than with a group. . . . . . .  . . . .  . . . yes no
72. I lik j my brother (sister) . . . . . .  . . . . . . .  . . . .  . . . . . .  . yes no
73. I have a good figure . . . . . . . . . . . . . . . . . . .  . . . . . . . yes no
74. 1 am often afraid . . . . . . . . .  . . . . .  . . . . . . . . . . . .  . . yes no
75. I am always dropping or breaking things . . . . . . .  . . . . . . . . . yes no
76. I can be trusted .     . . yes no
77. I am different from other people . . . .     yes no
78. I think bad thoughts . . . . . . . . . . . . . . .  . . . . . . . . . . . yes no
79. I cry easily . . . . .  . . . . . . . . . .  . . . . . . . . . . .  . . . . yes no
80. I am a good person     yes no
f
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SOCIAL SELF-CONCEPT TASKS
The questions which follow are meant to show the way you look at 
yourself and other people. In giving this description of yourself and 
other people you do not have to use any words at all. You simply put 
a letter in a space. There are no right or wrong answers. Please work 
as quickly as possible to complete the task.
f
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The, circles below stand for your Teachers, Parents, and Friends. 
Draw a circle to stand for yourself anywhere in the space below.
Teachers
Parents
Friends
(
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The two figures below stand for two groups of people you know.
The small circles stand‘for other people. Draw a circle to stand 
for Yourself anywhere in the space below.
r
< CSA-
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The circles below stand for people. Mark each circle with the letter 
standing for one of the people on the list. Do this in any way you 
like but use each person only once and do not omit anyone.
F - someone who is failing 
H - the happiest person you know 
K - someone you know who is kind
S - yourself
Su - someone you know who is successful 
St - the strongest person you know
605
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Th© two .fibres below stand for two groups of people you iaiow,
The s;r.i}li circles stand.for other people. Draw a circle to stand 
for Yourself'anywhere' in the space below.
CSA
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The circles boiev stand for peepJe. Mark each circle - with the letter 
standing for one of the people in the list. Do this in anyway you 
like, but use each person only once and do not omit anyone.
T - a teacher M - Mother
Y •• Yourself ’ S - someone you feel sorry for
B - a beautiful person ' C - a cheerful person
r
S A - s e - 6
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The two figures below stand for two groups of people you know.
The small circles stand for other people. Draw a circle to stand 
for Yourself anywhere in the space below.
>.
C S A -B iS
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The small circles below stand for you and some other persons* 
Put a "Y" in one of the small circles that stands for Yourself*
*
f
G£
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The small circles below stand for you and some other persons* 
Put a MY" in one of the small circles that stands for Yourself.
•* . . ■ i
t
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The circles below stand for people. Mark each circle with the letter 
standing'■for' one of the people in the list. Do this in any way you 
like, but use each person only once and do not omit anyone.
Y - Yourself 
F - Father 
D - a Doctor
C - a cruel person 
W - someone who has learned a lot 
L - a lucky person
SA-se-6
16 -
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The circles below stand for your Teachers, Parents and Friends. 
Draw a circle to stand for yourself anywhere in the space below.
Teachers
Parents
Friends
612
-  17  -
T h e  t w o  figures below stand, for two groups of people you know.
The small circles stand*for other people. Draw a circle to stand 
for Yourself anywhere in the space below.
I
CSA-r
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Please complete the following sentences in your own words. There are no 
right or wrong answers, just write as you feel.
1. WHAT I LIKE MOST ABOUT SCHOOL  ............................
2. SOME DAY I WOULD LIKE TO
3 . NOW AND AGAIN I REALISE THAT I
4. WHAT . I LIKE MOST ABOUT MYSELF
5. WHAT I DISLIKE MOST ABOUT SCHOOL
6. WHAT I LIKE MOST ABOUT HOME
7. SOMETIMES WHEN I THINK ABOUT MYSELF
8. TO A CHILD PARENTS ARE
614
APPENDIX III
A STATEMENT FROM THE MODERN LANGUAGES DEPARTMENT (June 1977)
The Modern Languages Department now finds itself irt a position which 
necessitates a more formal statement about how it has so far 
proceeded, how it sees its development in educational terms and how 
it has arrived at an impasse within the general policy of the school*
The department requested a meeting with you during the summer holidays 
of 1975 before you started at the school, to discuss the project of 
setting up a multi-ethnic literature course within the department.
We realised that it had to be an educationally viable course which 
would necessitate a year of study and work on the content and structure 
of the project and so wanted to prepare the ground well in advance•
You encouraged us to go ahead with the planning and informed us how 
you had found such literature successful in your previous school.
During that year we were engaged in an intensive study of the subject 
area,, attending evening classes, week-end and holiday courses and a 
couple of courses during school time with your backing.
At a meeting with you and •••••••• (LE.A. representative) we-presented
an outline of the proposed multi-ethnic syllabus, expressinv the view 
that the course should be taught to the whole of the coming third 
year because:
1 we consider a multi-ethnic education an imperative for all members 
of our society, and
2 ■ we considered it an intellectually rigorous course which should be
taught to the whole ability range and should not develop merely as 
a low status subject, catering for those who want to drop out of 
foreign languages.
These points were duly accepted and we committed ourselves to 
constructing a C.S.E. mode. 3 examination course. The timetable was 
consequently organised so that every pupil in the third year would do 
some of the course•
It was only through experiencing the timetable that it proved to be 
impractical, as the pupils having to stay behind for a language lesson 
after the_rest of the school is dismised have become resentful about 
it and also only two periods a week of Language and Society is not 
enough for them to follow the work through in depth. However, despite 
these difficulties we have had an excellent response from the pupils 
in terms of the quality of the work being produced and the general 
participation. We are also encouraged by the response to the C.S.E. 
course, approximately 47 pupils opting for it, comprising of pupils 
both from the foreign language classes and the ones who opted out of 
the languages. ,
The department has always welcomed interest in the course and tried to 
encourage a more widespread debate because of its commitment to multi­
ethnic education. The staff were invited to discussJthe syllabus
/ • ,
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and it was hoped that ideas and participation might he forthcoming 
from other departments hut unfortunately only two other members of; 
staff attended the meeting. The syllabus was later presented at 
the Academic Board.
However, great interest has been shown by some educationalists in
other institutions, for example, by Professor ....  of the Institute
of Education and Professor ••••., an expert on Ugandian affairs, at 
a college of education, who. are similarly committed to inserting this 
type of literature into the educational system. ..... College of 
Higher Education and ... • University have invited us to talk about 
our work. The British Film Institute Education Department have 
asked us to pilot a course they have constructed around images of 
race and to provide them with feedback.
Spurred on by this encouraging beginning we approached you about 
starting a class of Language and Society in the coming second year 
for the few pupils .that would be struggling at the end of the first 
year with the language. We thought the type of work they could do in 
Language and Society would benefit them more and could be a supplement 
to the basic skills some of these children need to concentrate upon.
We also hoped this may reduce the opting out of languages later on.
The only reservation you expressed at the time, was the need for 
' blocking the timetable and so causing difficulties but it was left 
. open for further consideration. Before going to the headmasters1 
conference in February, you seemed hopeful that you would come back 
with some ideas to solve these problems. The subject was raised 
again on 24th May, the day before the recent interviews and no 
opposition was expressed to this.
It was not until the appointment made on 25th May, that it became
evident that the Modem Languages Department was not being supported
in the development to which it had so Openly been committed. It had 
clearly expressed the need for a teacher capable of teaching one 
foreign language and the multi-ethnic work. This was imperative due 
to the blocked timetabling and because we did not wish to put all our 
energies into Language and Society as we have an equal responsibility 
to the foreign languages.
It was with great concern that we requested a meeting with you on 
30th.May, .as we were now very unclear as to how you saw the develop­
ment of the department as the appointment of a s ingle-sub ject teacher 
actually did not" fit in with our proposed development.
From you we then learnt that:
1 you considered the traditional modem languages were your priority 
and you could not consider the other course as important as them;
2 subsequent to the headmasters* conference you now supported a move 
to a "core Curriculum" which you defined as a return to traditional 
subjects. In addition to these the pupils would be able to opt for 
one science and one social science. This resulted from the belief 
that the pupil has too. much choice and that the teacher should be ■
f
616
the authority and determine what the pupil should learn, the 
teacher taking "back the power from the pupil;
3 you stated that a foreign language would he compulsory for the 
first three years with-no opportunity of opting out* If pupils 
were actually rejecting the language and not progressing then 
this is the problem of the teaching and the syllabus;
4 you said that Language and Society would never be taught in 
the second year;
5 Language and Society might only be introduced in the third year 
as a taster course;
6 if the school did acquire an extra teacher for the next year 
there would be no guarantee that that person would be suitable 
to teach Language and Society although they would work in the 
department.
7 As far as the future of Language and Society was concerned you 
requested us to prove ourselves but gave no definition of what 
constitutes proof*
.8 It was suggested that our time-tabling problems could be solved
by using staff from other departments to teach Language and Society 
as it would be easier to find someone to teach this than to teach 
a'language.
' To take the last point.first, we explained that we had talked to 
possible teachers on the staff, but none felt they had the time to 
do the necessary work involved in teaching a new course. Neither was 
any department found to be overstaffed to be able to offer any teachers* 
No alternative was arrived at for the timetable*. A disregard was 
also shown here for the absolute necessity of an expertise in this 
area of knowledge plus a very definite commitment to ensure the 
success of a new course.
The Modern Language Department consequently now finds itself in an 
impasse which makes it almost impossible to proceed along and succeed 
in the educational direction it has been taking for some time.
Nhen setting up a new course it is the knowledge, skills and values 
constituting the course and its structure which have to be examined 
before any "learners" are ever involved in the course. If those 
implicated in the initiation of the new course are then committed to 
all these., aspects, considering them a high priority in education, 
then they will give their interest, support, the necessary resources, 
and will even have the determination to rethink some methods and 
approaches when learning sometimes fails to take place. They must 
do this because they’have selected the "knowledge" as having a high 
priority within education and so they must ensure its success. When 
one of the long established subjects is being taught, teachers are 
not required to prove themselves or else the continuance of the. 
subject, may be endangered. To ask us to prove ourselves is a very 
unclear demand. How do teachers .prove themselves? If it is by 
examination results then it maybe too late if you have already 
wasted three years of some pupils* work time. If it is by pupil 
motivation to do the course, some pupils have been motivated to 
perform the most facile'of operations for the most facile of reasons. 
Surely the interrogation must start long before the practice to
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ensure .that the practice will he sound. Thus high priority must ’he 
given to the new course to ensure its success otherwise we will he 
offering our pupils a second rate education. If this type of 
curriculum is given a low priority in the school timetable then the 
low status of the knowledge is indirectly passed oh to the pupils 
and the course must have an inbuilt failure in our terms.
If there is to he a change to the "core curriculum" in the school 
and this is to he defined as traditional subjects, a further discussion 
must ensue as to what "traditional subjects" mean. Does it mean 
giving hack the traditional labels to disciplines and disbanding the 
attempts at regrouping knowledge and integration? Does it#mean a 
return to a traditional content of the disciplines? If it definitely 
implies the latter then we enter the discussion about what constitutes 
knowledge in the traditional curriculum. The multi-ethnic course 
we have set up could neither he called a traditional subject, a 
science, or a social science so would have no place in this future 
curriculum. Further to this, the content of the traditional 
curriculum was a product of the colonial history of the country and 
so was totally ethnocentric, and implicitly promoted ideas of a 
superior European culture which should he imposed on other societies.
The Language Department fully supports the view that it is the 
teacher who is the authority and should determine what the pupils 
learn. However, this raises the fundamental question as to what 
constitutes high priority knowledge which the teacher should select. 
When a child opts to take one course or another in no way can s/he 
he in more control of his/her education than the teacher for the 
choice is only between courses which the teachers selected and 
constructed as.having educationally worthwhile knowledge. A move 
towards a core curriculum is not actually taking power away from 
pupils hut it may result in taking some power away from teachers to 
initiate any new courses.
Finally, it needs to be pointed out that, despite the fact the 
department is offering four fourth year option classes for next year, 
it has been the last department to be considered for extra staffing..
We can only assume from this that the work done within the department 
is not considered as one of the priorities in the school*s curriculum. 
The oral nature of language teaching clearly requires smaller groups 
than the full classes we teach. Yet again, we are the last subject 
of this type which has been considered.for smaller groups.
We can only now reiterate our deep concern about the future development 
of the Modern Languages Department within the school and we would 
very much welcome an ongoing debate to try and come to grips with 
some of these problems and contradictions and also to have a clearer 
understanding of the future policy for the. school.
f
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